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ABSTRACT
The study explores the experiences of four first-year Jamaican immigrant teachers
in rural southern South Carolina regarding their descriptions of the experiences and the
researcher’s observations. The main research question was concerned with first-year
Jamaican immigrant elementary school teachers’ experiences as they navigate the
curriculum landscape in South Carolina. The inquiry engages a qualitative research
design.
Interviews, observations, and artifacts were engaged to collect data. These data
were analyzed deductively and inductively through a process of content analysis. These
data findings in the study covered four dominant themes these included immigrant
teachers’ strengths, challenges, changes, and navigation strategies. The data revealed that
the teaching experiences of the participants manifested both strengths and challenges in
their current assignment as immigrant teachers. Challenges included personal and
professional conundrums which ranged from financial to dealing with stereotypes from a
rural southern American community. Teaching strategies engaged by selected
participants and their ability to use their home culture to enhance instruction as well as
broaden the world-view of their students were dominant strengths. Curriculum practices,
as well as the formation of new alliances with members of the host country, provided
noteworthy examples of changes.
The study explored and identified parallels with various theoretical perspectives
including the critical race theory, theory of culturally relevant pedagogy, acculturation
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theory and fictive kin network. The study also includes Implications for policymakers,
school districts, and immigrant teachers.
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CHAPTER 1
Introduction
The protracted shortage of teachers has amplified the education debates of the
past two decades. There is inconsistency in the reports about the nature and significance
of teacher shortage in both developed and developing nations. America, for example, has
one-third of its new teacher population leaving the profession after three years and almost
a half exit the system after five years (Iruka, and Carver, 2006). Studies conducted by
commissioned agencies and scholars show that teacher attrition is most rapid in the
poorest areas of the United States. Therefore, many schools located in these areas
experience severe teacher shortages. The retirement in masses of many baby boomer
teachers and demands presented by the federal legislation No Child Left Behind Act has
exacerbated the situation. There is a proportionate increase of immigrant teachers arriving
on the shores of the USA to the severe shortages of classroom teachers. Teacher shortage
and migration inadvertently result in cross-cultural experiences for students, staff and the
wider school community. This experience can prove beneficial in a more globalized and
digitized world. According to Borman and Dowling, (2008) high poverty schools will
have the greatest need for teachers, along with select core subjects, such as math, science
and special education. Consequently, the researchers concluded that schools with the
greatest need for teachers would also find that the labor pool of available teacher
candidates will not be representative of the diversity of the student body or the
communities to be served.
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Therefore, several teachers leave their countries to work in different parts of the
United States. In several instances, they gain tremendously from that experience, but at
other times they are bombarded with issues they are unable to overcome, or it may take
months to do so. Scholars of teacher migration (e.g., Quiocho & Rios, 2000, Milner,
2003, Oloo, 2012 and Caravatti and Lederer, 2014) have advanced numerous arguments
pointing to reasons for employing immigrant teachers. Among the reasons are unique
perspectives they bring to the classroom due to their personal experiences with diversityrelated issues, their in-depth knowledge of diverse needs of students and their ability to
serve as role models, mentors, and advocates for children.
Problem Statement
Nearly ten years ago, I arrived in the United States as a teacher with over seven
years’ experience in the classroom. I was placed in a fifth-grade classroom to teach all
subject areas. While I had, experience teaching in my country (Jamaica), my experience
was different from what I would come to see in a rural school district in South Carolina.
Even though I was placed with a mentor teacher most of our dialogue was focused on
discussing matters that were more personal in nature. These conversations had little or no
bearing on school or instructional practices. Secondly, the mentor teacher spent most of
her time asking questions about my culture and did not seem to have much to share about
hers.
While I was aware that I could have been provided more assistance in different
areas of the curriculum by a teacher more steeped in the American curriculum culture,
this was not so. This veteran teacher who was my mentor taught next door to me had
been a member of the profession for more than 25 years. She had been in the same
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district nearly that long. Students loved her class, she connected with them and was
knowledgeable on strategies that worked for her students. All her students’ parents were
involved in their education. She knew them by name. Even though she achieved this
synergy through her years of service, I wished that one day she would help me make my
transition into the school seamless and more successful. This smooth transition, I hoped,
would be done through her helping me with age-appropriate pedagogy, classroom control
and just simple strategies to get parents involved.
Despite the absence of a more helpful mentor teacher, as the years progressed I
became more au fait with the culture and the curriculum of my school. For successive
years, my students’ scores and gains topped others in my school district. I found that
parents were now trying to get their children to come to my class. In retrospect, no
immigrant teachers in my setting should experience the initial feelings of uncertainty and
frustration that I experienced when I entered the teaching profession in a new country.
At the beginning of the 2016 school year, four new immigrant teachers came to
our rural school in South Carolina. They were hired due to the inability of the school
district to employ teachers in the United States who are willing to work in a rural area
school. Therefore, the school requested the help of an international teacher recruitment
agency called Educational Partners International (EPI). This company specialized in
recruiting teachers from different countries to work as cultural exchange teachers on a
special visa called a J1 visa.
The teachers arrived a few days before the school year started which is typical for
an immigrant teacher. During those days, they had to attend workshops, new teachers’
orientation sessions, and seminars. A mentor teacher, who was expected to provide
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support was assigned to each immigrant teacher. Despite the provision of mentor
teachers, these teachers’ frustrations were evident in their utterances, classroom
interaction, and demeanor as they navigated the unfamiliar cultural and pedagogical
terrain.
The identified problem of practice for the present research study involves four
immigrant teachers from Jamaica. The study explored the experiences of immigrant
teachers to the United States and how they fared in their general professional settings.
A recent encounter with the vantage point of a first-year immigrant teacher
vivifies the situation as she stated:
When you don’t know you just don’t know. One of the worst feelings one could
have is to have their knowledge or lack thereof of their profession challenged or
questioned by one self. These two weeks have taught me that I do not know as
much as I thought. As a matter of fact, I have come to accept the fact that I am a
brand-new teacher. After fifteen years of teaching and being in control of my
teaching/ learning environment I honestly thought I was proficient. These two
weeks have proven otherwise. Not only do I feel incompetent…. but I feel so
retarded. It’s like I am “professionally dyslexic.” Now…I have a month to get it
together. How does one move from retarded to proficient in one month for
evaluation?
Secondly, based on informal observations of these four teachers I have realized
that some essential components of teaching in a South Carolina context are missing.
These teachers constantly complained of their limited ability to create lesson plans by
integrating all the components required by the district. They stated that in Jamaica they
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were not required to teach English Language Arts (ELA) as a separate area. Instead, all
areas are integrated, making lesson planning and resource selection a little easier. Now
they were given the task of creating lesson plans for discrete disciplines which they found
to be quite onerous.
In the early part of the school year, an administrator presented the student
performance data from the previous year. The meeting consisted of six teachers with one
being a first-year Jamaican immigrant teacher, about halfway through the presentation
she raised her hand and told the administrator that this would make more sense if she
knew what MAP, TE21, gradual release, and high average meant. The administrator told
her not to worry as she would get it as we moved further in the year. After a few more
minutes she again raised her hand and asked for the meaning of MAP, the administrator
replied, “girl, don’t let me lie to you.”
One of the teachers whose classroom was next to me had severe classroom
management issues, her students never seemed to stop talking in disruptive ways and
classroom management strategies that she had applied in her Jamaican context did not
seem to work. I was summoned several times to help the new migrant teachers with
classroom behavior management, computer issues and teaching strategies and lesson
delivery
I communicated with the principal and literacy coach and found out that even
though these teachers possessed strengths in some areas, they experienced curriculumbased challenges. It is within the backdrop of these new immigrant teachers’ curriculum
implementation challenges and strengths that this study was conceptualized. It covers a
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unique and underexplored area. This research venture, I thought, would provide insights
into important educational issues within the North American education landscape.
Despite the expanding research literature on diversity in the United States, the
experiences of first-year Jamaican immigrant elementary school teachers are
underrepresented. Documenting how these teachers negotiate these experiences are
important to make sense of the context and issues they find themselves in and how they
deal with these issues.
Research Questions
The overarching research question that guided the inquiry is as follows: What are
Jamaican immigrant elementary school teachers’ experiences as they navigate the
educational landscape in South Eastern South Carolina?
The sub-questions were:
(1) What are the manifestations and self-narrative of qualities and strengths that firstyear Jamaican immigrant elementary school teachers bring with them?
(2) How do first-year Jamaican immigrant elementary school teachers describe the
challenges and navigational strategies they use in their school?
(3) What personal or professional changes do these first-year Jamaican immigrant
elementary school teachers encounter during their time in southeastern South
Carolina?
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Statement of Purpose
When teachers migrate to the United States and begin new jobs, they are expected
to recalibrate many aspects of their teaching to fit their new environment. Therefore, the
focus of the research is on “Immigrant Teachers’ and their perspectives on curriculum
processes.”
Qualitative studies have been conducted involving immigrant populations, such as
immigrant students and immigrant domestic workers (e.g., Eggerth, DeLaney, Marks, &
Apavaloiae, 2012). Studies on immigrant teachers are mainly located in countries outside
the United States. According to Elbaz-Luwisch (2004), “stories of teaching in a new
culture are rare in the literature on teaching, perhaps because the phenomenon itself tends
to go against the grain…” (p.389). By exploring the experiences of selected migrant
teachers, I hope to highlight dominant issues surrounding migrant teachers and
curriculum concerns. By ventilating the perspectives and practices of a select group of
migrant teachers about their curriculum experiences, I hope to provide a unique avenue
for scholarly attention to this neglected area. The purpose of this study is to examine the
curriculum perspectives and experiences of Jamaican immigrant elementary school
teachers and how they respond to a new environment.
Definition of terms
To help the reader understand key terms within this study, I provide meanings of
these words as I have endorsed or interpreted them for the purpose of this study:
Acculturation. Refers to the adjustment process experienced by an individual or
group when settling into a new culture.
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Curriculum. Anything and everything that occurs in a classroom including the
lesson (planned or otherwise).
H-1B visa is a temporary working visa for foreign nationals who are members of
a "specialty occupation.”
Immigrant teachers as defined in this study encompass teachers of nonAmerican origin and professional preparation who joined the United States teaching
force. Normally, these teachers hold teaching credentials from their home countries.
However, work on an international certification they receive when they enter the United
States.
American-based School is a school that primarily serves students residing in an
international country other than their own along with those affluent students from that
country. These schools generally follow a foreign curriculum coupled with aspects of the
host country’s curriculum. The teaching staff is usually made up of administrators and
teachers from the foreign country.
Immigrant teachers Experience- The total teaching experience which the
immigrant teachers which include those gained in their home country and those in the
United States.
J-1 visa is a non-immigrant visa issued by the United States to teachers from
other countries to participate in programs that promote cultural exchange.
Rationale for the Study
This study was undertaken to make sense of and document the experiences of
selected immigrant teachers in the United States specifically in a southeastern state.
Through the provision of thick, rich descriptions, the study highlights the typicality of
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experiences which auger well for transferability to other instructional contexts.
Immigrant teachers are a growing and integral part of the educational landscape in the
United States. Therefore, it is necessary to expand scholarly inquiry that explores the
experiences of this segment of the teaching force.
Therefore, the work should prove beneficial to the following groups (a) immigrant
teachers; (b) school and district administrators; (c) faculty and staff, students and parents
who work with immigrant teachers. (e) education policymakers (f) curriculum planners
For immigrant teachers, this study highlights the experiences of persons with
similar experiences. The commonalities described might resonate with their experiences
and they might also learn from the dissonances in experiences. It should also help them to
identify some areas of strength that they bring with them and how they use them as a
means of professional advancement. In addition, it informs some efforts in affected
schools to overcome obstacles and help to make the immigrating experience more
successful.
This study should also be beneficial to faculty and staff members who are
coworkers of immigrant teachers. By reading this report, they should purposefully
understand the lives of immigrant teachers and realize that they are professionals of
different nationalities who add other dimensions of diversity within the classroom and
other professional settings.
Parents of the children taught by immigrant teachers who become exposed to this
research report should also benefit. As they enroll their children in institutions with
immigrant teachers, they want to know both the professional and cultural credentials of
their children’s teacher. This knowledge should help them to determine whether these
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teachers can engage their students on the journey to become life-long learners. This study
should help to inform them as they should gain greater insights into the immigrant
teachers’ personal and professional landscape. Such insights might create greater
tolerance [or intolerance] and appreciation for the differences among teachers of diverse
national origins.
This study is important to policymakers as they can use the information to create
conditions that support effective teaching and address the changing expectations for
learning. This study should also help them to identify areas that are challenging to the
immigrant teacher and the strengths that they bring with them. The insights should enable
them to create situations that can help their American hosts to capitalize on these
immigrant teacher’s classroom practices and ideas.
Theoretical Framework
The graphic presented in figure 1.1 illustrates the theoretical convergences that
underpin the current inquiry. It demonstrates the interplay of four major theoretical
perspectives critical race theory, the theory of culturally relevant pedagogy, acculturation
theory, and fictive kin network. According to Brettell (2008) in studying migration, one
will find that information has been dispersed into various disciplines and will lack a
single unifying paradigm. Accordingly, my theoretical framework is informed by four
quadrants of theoretical viewpoints with arrows demonstrating the recursive relationships
between each perspective. Emerging from these viewpoints is a new theoretical construct
that I have named “Immigrant teacher pedagogy.” I explored the viability of such a
construct during the research process.
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• Acknowledgin
g Race and
Racism
• Eurocentric
Curriculum
• Oppression
and Inequality
of immigrant
teachers

Culturally
Relevant
Pedagogy

Critical Race
Theory

• Cultural
Competence
• Sociopolitical
Awareness
• Critical
Pedagogy
• Multiculturism

Fictive
Kinship
Network

Acculturation
Theory

• Language
• Social
behavior

• Supporting
Migrant
teachers
• Teaching
Networking
• Supporting
students

Figure 1.1. Chart illustrating the theoretical framework. This figure illustrates the
theoretical connection.
To create this frame, I specifically looked at the ways the literature discusses the
education of American diverse student population by immigrant teachers, using
multicultural education and critical pedagogy, with these being a rapidly expanding
intersection. I also look at the how the literature discusses the immigrant teachers. This
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frame was decided upon after looking at the various how Critical Race theory has
intersected with the ideas of culturally relevant pedagogy, Fictive Kin Network and
Acculturation Theory. These areas share many similarities. I also looked at how the
culture of the United States helps to shape the immigrant teacher through changing their
identity and the forming of fictive kinship relationships.
Critical Race Theory. In this discourse, it is essential that I embrace a theory that
helps me to derive plausible responses to the question of the challenges immigrant
teachers face and the roles cultural competency and race play for these immigrant
teachers as they educate our students in South Carolina. Therefore, critical race theory is
one theory forms a part of the quadrant of theories I have applied to the current
theoretical frame. Critical Race Theory, which is defined as “a framework that can be
used to theorize, examine and challenge the ways race and racism implicitly and
explicitly impact on social structures, practices, and discourses” (Yosso, 2005, p. 70).
Race and racism are prevalent in American society. Consequently, they will be
manifested in institutional and structural policies that continue to keep African American
and other minorities oppressed (Lynn & Parker, 2006). Immigrant teachers, like all other
teachers, are expected to manifest awareness of race and culture to the students they
teach. However, the racial and cultural messages must conform to that of the dominant
society. Because the immigrant teacher is from outside the United States (s)he is often
challenged to educate students using the embedded ideals of the curriculum. LadsonBillings (1995) explained that critical race theory sees the official school curriculum as a
culturally specific artifact designed to maintain a White supremacist master script. This
type of curriculum materially benefits the white elite and psychically benefits white
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working-class people who want to maintain the status quo, as they will no longer benefit
if it is dismantled (Lynn & Parker, 2006). Therefore, the Eurocentric ideals of the
curriculum are upheld, and immigrant teachers are required to teach it without any
modifications. This idea has enabled the immigrant teachers to be the right fit for the
classroom as they are aware of the cultural knowledge of the dominant society since they
were both educated using the Eurocentric ideals and trained using the ideals of the
Eurocentric curriculum.
These traditional pedagogies put forward in the curriculum often marginalize
students based on race, class, gender, language, accent, phenotype, or immigrant status
and distort African American and Asian American knowledge and experiences. Some
curriculum areas are not set out with intent to marginalize. However, these students
interpret them as such. Ladson-Billings (2013), stated that the hidden curriculum works
along with the official curriculum to reinforce each other. For example, African
American students may see people who look like them occupying the positions of janitors
and cafeteria workers while administrators and teachers are White.
These immigrant teachers are from a society where they experience oppression
like that received by the African Americans, Native Americans, Latinos and other
minority groups and are able to utilize one tenet of critical race theory known as counterstories. Counter-storytelling is a structure that legitimizes the racial and subservient
experiences of ostracized groups (Parker & Villalpando, 2007, Ladson-Billings, 2009).
Based on this it is evident that counter-stories will expose and critique the dominant
Eurocentric ideology and give students a voice to tell their narratives involving
marginalized experiences.
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Ladson-Billings and Tate (1995) described CRT as a response to the undertheorization of race and racism in education. Adding to this Solórzano and Yosso (2002)
assert that CRT “challenges the dominant discourse on race and racism as it relates to
education by examining how educational theory and practice are used to subordinate
particular racial and ethnic groups” (p. 2). Schramm-Pate (2014) spoke on this issue
when she states, “issues of ‘difference’ are constantly being raised in schooling” (pg.1).
Therefore, the immigrant teacher who may not have the necessary skills and knowledge
of dealing with these issues as their previous context may not require this may resort to
the idea of “colorblindness.” CRT speaks against liberal ideology such as colorblindness.
We must start the conversation very early since dismantling racism, discrimination, and
unlearning information we have embedded in our minds is a lifelong journey.
According to Frye (1983), oppression has been defined as "an enclosing structure
of forces and barriers that tend to immobilize and reduce a group or category of people"
(p. 11). It is the popular belief that oppression involves “racial discrimination” which
includes treating people differently by their race. However, there is a range of specific
practices which may be noticed by the immigrant teachers such as employers promoting
someone based on their race and migratory status. According to Lefever, Paavola,
Berman, Guojonsdottir, Talib, and Gisladottir (2014), “This ‘racism without races’ . . .
involves discrimination where . . . [a] person is not seen as an individual but as a
representative of a culture” (p. 74).
Often this kind of private discrimination is difficult to detect because it occurs
informally, behind the scene in the inter-personal encounters and decisions made in
everyday life. Even though these behaviors are illegal, it is very hard to detect. Hence,
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making reporting and speaking up against these private acts of discrimination almost
impossible. While critical race theory does not speak to undermining and oppressing
immigrants it does speak to this oppression in minority groups.
Culturally Relevant Pedagogy. In working on this discourse, I needed to answer
the questions of how the immigrant teachers engage students and sharpen their
pedagogical skills. I engaged the idea of Ladson-Billings (1995), to answer this since she
prioritizes teacher posture or identities and behaviors used to support Black students and
paradigms or pedagogical frames of reference used to teach them. Other culturally
responsive conceptions focus on teacher practices or instructional strategies used to
facilitate teaching and learning. The idea that it focuses on pedagogy as well as teachers’
identities is a perfect fit because immigrant teacher pedagogy is at the forefront of this
study.
The curriculum is the key reference point for some teachers, particularly teachers
from third world countries (UNESCO 2005). It should be noted that the teachers in this
study are all from a third world country. The curriculum is the official textbook and
teacher guides, often the sole resource used by these teachers. Teachers’ pedagogic
approaches, strategies, and practices thus serve to enact the curriculum. Entering a
diverse country like the United States, one must be prepared to make the necessary
adjustments by constructing pedagogical practices that have relevance and meaning to
students’ social and cultural context. Marx and Larson (2012) conducted a study where
they implemented curriculum improvements for Latino students in Larson’s school. The
educators in this school were asked to implement culturally responsive practices that
address the needs of Latino students. Since principal Larson and his staff were all white
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and of a different cultural background, they found these expectation as “vague, hard to
achieve radical, inappropriate . . . a threat to the core curriculum and contrary to the
assimilationist climate of the school” (p. 293).
Ladson-Billings (2009) proposed that African Americans children should develop
an appreciation for their own culture and at least one other culture. She refers to them as
being “culturally competent.” Like Billings (2009), Banks (2003) stated that regardless of
students’ race, ethnicity, or social class, they should study about the cogent and complex
roles of ethnicity and cross-ethnic relationships and interactions in U.S. society and
culture” (p. 14). Immigrant teachers bring with them a range of cultural knowledge,
experience, and skills that can be shared with their American counterparts and students.
Therefore, they could be placed more strategically to enhance the learning of students
from diverse linguistic and cultural backgrounds. This would fulfill host institution’s
stated mission globalize their pedagogy and curriculum for all their students. These
immigrant teachers must work to instill pride in students whose cultures deviate from the
mainstream dominant cultural group, that is Anglo, native English-speakers and teach
students to use new understanding gained from non-mainstream persons who share
similar culture to them.
Nieto and Bode (2012) stated that teachers seldom have the knowledge base
required to deal with diverse students. To further concretized this argument Cummins,
(2010) stated schools are often not ready for the growing student diversity and lack
cultural and educational materials to support culturally and linguistically diverse students.
A critical approach to education highlights the importance of having learners engaged in
their learning process and being able to find and develop their opinions and positions
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(Freire, 2005). However, Freire (1970) in his seminal work explained that curriculum
delivery that exists in schools could be aptly described as “banking education.” He
identifies this as “an act of depositing, in which the students are the depositories and the
teacher is the depositor. Instead of communicating, the teacher issues communiqués and
makes deposits which the students patiently receive, memorize and repeat” (p. 72). He
proffered that “banking education” allows the oppressors to maintain the status quo
which is a system that continues to oppress.
Multicultural teaching is not based on a set curriculum but perspectives and
practices that embody “tolerance, acceptance, respect, affirmation, solidarity and critical
thinking.” Students need to be exposed to this kind of teaching, since as they age they
form and develop opinions which influence their sense of fairness and justice. Banks
(2006) argued that a multicultural curriculum that reflects the cultures, values, and goals
of the groups within a nation will “contribute significantly to the development of a
healthy nationalism and national identity” (p. 8).
Developing a school culture which values cultural diversity is important for
ensuring healthy relationships and an environment conducive to learning. Issues of
identity are critical for students. Therefore, they need to affirm group identities and
explore their identity as members of society. Ladson-Billings (2014), indicated that
classroom teachers with a multicultural purview recognize, understand, value, and
incorporate the cultural diversity of their students. Therefore, the immigrant teacher
would be one to provide the multicultural education which is needed to be taught to these
students. Instead of students developing a fear or discomfort because of the unknown,
children will recognize differences in a more positive way because they have the tools
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and the knowledge to help them understand others. Banks (2003) argued that only
through a transformation of the curriculum will the goal of creating a genuinely
multicultural curriculum be achieved.
Fictive Kinship. To address my question of professional and personal change, the
immigrant teachers undergo during their time in the United States; I looked to the idea of
Fictive Kinship. The migration of teachers to the United States causes a change from the
extended family structures they are accustomed to being a member of in their home
countries. This change causes them to adopt new family members in their new locale.
Oswald, (2002) and Weston (1991) described this meaningful and supportive relationship
that exists among immigrant groups due to the lack of “blood relatives.” They emphasize
the idea that the immigrants expand the family boundaries by including “nonkin” as part
of their family, which was suggested as a potential adaptive strategy (e.g., near neighbors,
classroom teachers, and administrators). While Cook (2010) did not speak to fictive kin
in immigrant families, she contends that fictive kin relationships were established to
provide social, economic and psychological support to Black families during hardships
because of poverty and racism. Within the immigrant teacher group, the kinship in school
generally worked by helping these teachers build a network of collaboration and
cooperation generally with other staff members. These members were either Americans
or those immigrants who migrated before them and have found a niche in the United
States. In most occasions, they even assumed family like roles and functions. They shared
personal stories from which they drew to inform their pedagogical practices and to build
resilience and confidence in their Black students (Cook, 2010). These stories were
interwoven throughout the curriculum (Cook, 2010).
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Fictive relationships serve to broaden reciprocated support networks, hence
creating a sense of community and enhance social control with immigrant teachers and
other immigrants as well as natives. The notion of fictive kin denotes the binding of
ostentatious social networks and regularizing of interactions with people who are
otherwise outside the boundaries of the family network. Unlike true family bonds, fictive
kinship is generally a voluntary effort and require the agreement of both parties in
establishing this type of bond. Fordham 1986; Johnson and Barer 1990, provided work on
fictive kin that covers the importance of this unit in U.S. African-American urban
communities and their effects on everything from child care to educational achievement.
Johnson and Barer (1990) referred to this as “other mothering” where people in the
community are experiencing similar problems and collective action may be the only
method that can remedy them. Some researchers have even described ethnicity as being
an elaborated form of fictive kinship (Yelvington & Bentley 1991).
Acculturation Theory. According to a sociocultural perspective, identity is
socially constructed and reflects the social, historical, and political contexts of an
individual’s lived experiences (Hall, 2002). This argument was further emphasized by
Holland and Lachicotte (2007) who stated that “Identities are social and cultural products
through which a person identifies the self-in-activity and learns, through the mediation of
cultural resources, to manage and organize himself or herself to act in the name of an
identity” (p.114). Cummins (2010) contends that transitioning from one country to
another that differ in sociopolitical and cultural contexts often “minoritize” the
newcomers and expose them to discrimination by language among other identifiers. The
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acculturation theory helped me answer the question of strategies the immigrant teachers
use to help them survive in the United States.
According to Marden & Meyer (1968) acculturation is “the change in individuals
whose primary learning has been in one culture and who take over traits from another
culture” (p. 36). the incorporation of “Acculturation comprehends those phenomena
which result when groups of individuals having different cultures come into continuous
first-hand contact, with subsequent changes in the original culture patterns of either or
both groups” (p. 104)
The term acculturation is not new and has been around since 1914 when Robert
Parks drew on the ecological framework to create a three-stage model which highlighted
contact, accommodation, and assimilation. He went further in stating that people of
diverse cultures and languages undergo these different phases when they encounter
persons from another culture. Within his theory, he also looked at the fact that as
immigrants learned to accommodate the dominant culture, a process of cultural
assimilation ensued culminating in intermarriage and amalgamation. Parks examined how
the process of acculturation led to cultural assimilation stating that it is “progressive” and
“irreversible” and contributed to the ethos of America as a country of immigrants. Berry
(1980) added two other components, rejection and enculturation, which are directly
related to my research. These would be evident as immigrant teachers move back and
forth as it relates to their dominant group. Berry’s model also addressed the critical roles
of minorities, groups and societies that were multicultural in nature. The individuals
could determine their level of engagement in the acculturation process was a noteworthy
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feature of the model. An important feature of the model was the incorporation of
language emanating from the ethnic revival movement.
The language component plays a key role for immigrant teachers in their daily
practices of teaching. They constantly use language as a tool to teach and communicate
with students, Americans and other immigrant teachers and parents. This constant
communication has caused the immigrant teachers to create a new identity.
Information Literature
To get a better understanding of the immigrant teacher, it is important that I
present a coherent profile of this group. First, since the immigrant teachers are
international immigrants, the historical context of immigration should be addressed.
Second, since policies impact the number of immigrant teachers coming into the United
States, issues such as policies and practices and the migration of teachers should be
looked at and the reasons for teacher migration from other countries into the United
States. Finally, I should look at international teacher recruitment programs.
Historical Context. Research has explored migration in the Caribbean from
Jamaica (Thomas-Hope, 2004 and Mishra, 2006). They have mentioned the benefits and
pitfalls of migration. The earliest immigration workers came to the United States as guest
workers. In the early 1940s, for example, Jamaican immigrant men went to work in
northern communities from Iowa to Connecticut as farm workers (Hahamovitch,
2011). Jamaican immigration to the United States was at its peak post-1965 and has
continued to the present day. The Hart Celler Act, however, had a huge impact on the
number of immigrants allowed into to the United States, as a quota was placed on all
forms of people wanting to migrate except for those people who migrated because of
family sponsorship. Over the years, more than 50 percent of all immigrants from Jamaica
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to the United States were women and they generally fall within the age range 18-44 years
old. Most of these female immigrants were nurses and teachers, they migrated to the
United States since it offered better opportunities than their home country Jamaica
(Thomas-Hope, 2004). Jamaicans have been perceived in some circles as having a
tradition of hard work and respect for education.
The United States. The United States is overwhelmingly a nation of immigrants
and their descendants, making immigration an issue happening for centuries. Many
immigrants to the United States saw their initial move to the “new world” as temporary,
lasting but a few years. They hoped to find work, become financially stable and then
return to their homeland. U.S. immigration law has been used as a tool to legally exclude
and marginalize immigrants and people of color. For example, the 1882 Chinese
Exclusion Act, Mexican repatriation and deportation programs beginning in the 1930s
and Japanese Internment in the 1940s were government regulated laws established to
exclude Asian and Mexican immigrants, but also U.S. born Asian-Americans and
Chicanas/os who were perceived to be immigrants. In the current historical moment,
racist nativism continues to exclude Latinas/os who are perceived to be undocumented
Mexican immigrants. While many people returned to their homeland in the 50s and 60s,
most stayed and became Americans. Before 1920, about 30 percent of all immigrants to
the United States later returned to their native country. In 1965, when the United States
revised its immigration laws, possibilities were opened for millions of new immigrants to
enter the country (Bean, Vernez & Keely, 1989). These possibilities have led to
immigrants in tens of thousands from the Caribbean, South and Central America, West
Africa, Eastern Europe and Asia. These people seek work and economic, political and
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religious freedom. Despite hostility that has often greeted them, many have decided to
stay and become United States Citizens. Today, about 15 percent return home. Some
immigrants intend to stay in a new country temporarily and then go back home. Others go
back shortly after migrating because they experience difficulty adjusting to a new society.
These phenomena transcend all working-class groups. Therefore, teachers are no
exception.
Teacher Migration from Jamaica. Migration from Jamaica is not new; people
have been migrating from the island to the United States in large numbers since 1970.
Scholarly research has found that since 1970, about 814,106 Jamaicans have migrated
from a small population of 2.7 million people (Thomas-Hope 2004). Even though the
negative impacts on the country’s economy and education system are far-reaching the
positives are undeniable. For example, in 2004, Jamaica received US$1.4 billion in
remittances from migrants living and working overseas. This figure does not include the
money sent back to the island informally through family and friends. Even though this is
so, the recent concern of loss of labor, particularly in the teaching profession, is a cause
for concern. Many television and radio features have bemoaned the negative impact of
teachers leaving Jamaica, especially science and math teachers. The General Secretary of
the Jamaica Teachers' Association (JTA), Byron Farquharson, in a newspaper interview,
stated that the “government needs to put measures in place to ensure that schools are not
adversely affected by the migration of teachers.” He highlighted the fact that it is
impossible for the government to match the salaries of teachers who enter the United
States through international recruiters. These salaries can range from US forty thousand
to sixty thousand dollars a year the equivalent of J$4 and J$8 million a year. In Jamaica,
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however, a teacher’s salary will range from Jamaican one hundred thousand dollars per
month to one hundred and fifty thousand per month which is the US equivalent of one
thousand to one thousand five hundred per month. He was however optimistic that they
would “return and contribute to Jamaica's education system after they have achieved
financial stability.” Even though Byron Farquharson stated that these teachers would
return to contribute to the country, the trend that this country has seen is that these
teachers generally proceeded to get a green card that afforded them permanent residence
status in the United States. (Loop News, 2016)
Jamaica’s education system is severely affected when it loses high schools
Science and Math teachers. According to Loop News (2016) former minister of education
of Jamaica Ronald Thwaites stated that 494 Mathematics and Science teachers left the
education system of Jamaica in 2015. The concern was also that teachers sometimes left
the country without providing adequate notice. Therefore, often schools learn that their
teachers have migrated at the start of the school term. This massive migration provides
difficulty in identifying suitable candidates to replace these teachers. Even though this
Caribbean island like many others has set up plans to combat the massive teacher exodus,
the situation has remained unchanged for over ten years. For example, in April 2002, the
CARICOM Council on Human and Social Development (COHSOD) agreed to work on
the “development of a strategy for ‘managed migration’ with the training of professionals
for export on a rotation basis.” (Stabroek News, April 20, 2002). To date, this is still
written as a plan and no action has been taken. Other Developing countries such as the
Philippines have instituted regulations which address their teacher migration dilemma
(Agunias, 2008).
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Policies and Practices on Immigrant Teachers. International immigration has
resulted in a growing number of educated professionals moving to other countries
(Iredale, 2001). This is particularly the case in the United States, where changes in
immigration policy in recent years have placed emphasis on attracting skilled workers
from other countries. For example, H1B work visa program could only provide work visa
to 55,000 international persons including teachers, however, the policy has changed to
provide 65,000 H1B Visa, this increased quota has encouraged more teachers from other
countries to apply for teaching positions in the United States. Wolfe (2007) estimated that
14,000 teachers are now teaching in U.S. public schools through the H-1B and J-1
nonimmigrant visa programs. The American Federation for Teachers (AFT) had similar
findings stating that 13,000 teachers were working in the United States on temporary
visas in 2002. However, between 2002 and 2008, public schools in the United States
sought to employ 91,126 teachers with labor shortage visas (H1Bs). Other teachers enter
the United States on a three-year J-1 visa, which is designated for cross-cultural and
educational exchange opportunities. According to Manik (2005), some developed
countries’ (such as the UK and US) desire to address their critical needs such as a lack of
teachers has changed their immigration policies and has adopted some innovative
strategies to attract and retain teachers from abroad.
Policies have also changed in some developing countries that have been the
source of teachers who migrate developed countries. For example, in the year 2001,
almost 500 educators left Jamaica to accept temporary assignments abroad. The prime
minister of Jamaica proposed creating a lucrative business by training teachers who
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would then migrate to the United States and the United Kingdom. These countries would
pay a fee for in exchange for the teachers they recruit.
One Caribbean country, Barbados has signed a Memorandum of Understanding
(MOU) with the Jefferson County Public Schools’ Board of Education (JCPS) in
Louisville, Kentucky. Within this memorandum, they have highlighted specific
categories of teachers who would be ineligible to migrate. Their Ministry of Education
also emphasized for research into this area citing the lack of empirical knowledge on the
phenomenon as the main reason. Subsequently, a study entitled “Teacher Mobility,
‘Brain Drain’, Labor Markets and Educational Resources in the Commonwealth” was
conducted by the Commonwealth in conjunction with the University of the West Indies.
The context of teacher loss and mobility were investigated (Ochs, 2003). In this research,
the readers are provided with insights into the phenomenon of teacher migration. The
study also highlights the dilemma of smaller countries that are experiencing teaching
attrition including those in the Caribbean.
International Teacher Recruitment Programs. Like many other state
departments of Education in the United States, the state of South Carolina has adopted an
initiative for the recruitment of immigrant teachers. This was necessitated by the shortage
of teachers in the state. Many international recruiting agents do exist in South Carolina
who offers J1 visa to international teachers to teach in the state these are namely
Educational Partners International, LLC (EPI), Foreign Academic and Cultural Exchange
Services (FACES) and participate among others. The J1 visas generally last for three
years with provision for an extension of two years. The J-1 visa is meant to facilitate
cultural exchange between the immigrant teachers and the students.
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The international teacher recruitment agencies generally place advertisement on
websites or through the media in the source countries. Teachers are advised to apply
through the respective website of these agencies. The first step requires teachers to
complete a form asking questions such as number of years of service and the type of
degree. Some recruiting website provides information which when immigrant teacher
compares to their home country would provide a pull factor such as the following; “100%
of EPI teachers are paid on the same salary scale as US teachers. J-1 Teachers with EPI
make a monthly salary (12 months) between $2,916 and $5,416 before taxes and
withholdings. Salary is based on experience and placement location.”
The prospects of earning more lures teachers into applying through these
agencies. A Jamaican immigrant teacher would find a salary of US $2,916 very attractive
since a regular classroom teacher in that country would earn an average salary of US
$1,000 dollars per month. Additionally, while fine print states that the stated salary is
subject to taxes and fees an immigrant teacher would not be aware of what that amounts
to. Upon receiving their first salary teachers often become disappointed since their net
income in the United states is much less than the gross income stated in the recruitment
agencies’ documentation.
To be selected for a teaching job under exchange visitor programs, the
international recruiting agents perform a pre-screening interview. Shortlisted teachers
engage in the second line of interview with their assigned school district. The school
district generally pays a fee to the recruiting agent for the teachers hired. These teachers
access a relocation loan which they generally use to contribute to their relocation
expenses (e.g., making the first down payment on their car). Because these teachers are
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arriving in these rural parts of South Carolina they must pay for and insure a car before
they can leave the hotel where they stay for orientation activities during the first few days
of entering the United States. While these teachers are directly employed by the school
district they recruitment company has the right to terminate their visa at any time if they
oppose any rules or regulations stipulated in the company’s manual. It should be noted
that any termination of the immigrant teachers’ visa would also lead to an automatic
termination by the school district. These logistical details are important in providing a
coherent picture of the teacher migration process and the circumstances that surround the
migrant teachers selected for my research.
Chapter Summary and Overall Report Structure
Chapter one of my research report provided information on the background,
context, purpose and guiding questions. This chapter also outlined the theoretical
framework that informed the research concerns and conduct of the inquiry. Chapter two
reviews literature that provide theoretical underpinnings while positioning my research in
the existing body of research on teacher migration and curriculum concerns. Chapter
three explains the methods and procedures engaged for gaining entry, collecting and
analyzing data and the ethical guidelines observed for the conduct of my research. I share
a narrative of my experiences as a migrant teacher which provides insights in my role and
episodes that have shaped my personal views and credentials as they relate to the conduct
of the research. In chapter four, I present the finding of the research. This is done through
individual case studies of each participant using themes that were derived from the data.
In addition, composite responses to each research question are provided. The final
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chapters discuss the findings, implications, present conclusions and make
recommendations for relevant stakeholders as well as suggestions for further research.
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CHAPTER 2
Literature Review
Introduction
This study is designed to examine and describe the curriculum perspectives and
experiences of immigrant teachers and how they respond to a new environment within the
United States. The review of literature covers those areas that will add credence to this
discourse by drawing parallels in scholarly thought, highlighting tensions as well as gaps
that make my research focus germane to current educational research landscape. Areas
covered in the literature include contributions of immigrant teachers, immigrant teachers’
challenges, professional experiences of immigrant teachers, contribution and support
within the United States.
Gaps in the Studies of Immigrant Teachers
A body of literature exists on migrant teachers within the North American
context. However, this covers migration form specific areas such as Asia (example Arun
2008 and Carrion 2007). A search of the literature revealed that very little had been
researched on teachers leaving Jamaica to teach in the United States. Sives, Morgan and
Appleton, (2004) state that there is “a gap in our knowledge of teachers’ movements and
its implications for achieving educational objectives.”
In the year 2000 and after a few studies on immigrant teachers started emerging (e.g.,
Arun, 2008; Basit & McNamara, 2004). These were mainly focused on integrating
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teachers from diverse cultural groups into the teaching in a country different from their
country of citizenship and the challenges they face.
My review of the literature revealed that these researchers (Arun, 2008; ElbazLuwisch, 2004) focused on ethnic minorities such as South Asian immigrant teachers,
Jewish immigrant teachers, South Africans, Filipino immigrant teachers, Latino
immigrant teachers and the Commonwealth Caribbean. Research studies such as these
have given me in-depth knowledge of immigrant teachers from those ethnic standpoints.
However, the implications of their findings seemed often limited only to that group. The
present study attempts to fill in these gaps given the opportunity for research in the
present rise of immigrant teachers in a selected school in South Carolina.
Reasons for Teacher Migration
Teacher migration studies have identified distinct reasons for migration of
teachers such as finance, opportunities to travel, professional growth and development
opportunities (Manik, 2005). According to Manik (2009), developed countries offer
significant private benefits, such as higher incomes and new learning opportunities, to
individuals from developing or third world countries and their families.
A study on teacher migration from India also corroborated Manik’s findings. The
findings suggested that India’s teacher migration is driven by rising demand in the
destination countries which was highlighted as a pull factor and the push factors being
dissatisfaction with the Indian education system and a desire for a better life. This
constant movement has had a negative impact on the Indian teacher population and has
led to a shortage of teachers, especially in rural areas and further shortages are projected
as demand grows under the Indian Right to Education (RTE) Act. This movement has

31

also posed a problem in preventing India reaching their educational goals (Sharma,
2013).
Another study (Hanushek, & Kimko, 2000) found that countries such as Jordan
act as a labor-exporter to other Arab countries. This was due to the expansion of higher
education in Jordan which created an excess supply of skilled labor that resulted in the
migration of teachers to neighboring countries.
Contributions of Immigrant teachers
Teachers do not enter schools as empty vessels; the resources they bring with
them help shape their practice and professionalism (Connelly & Clandinin, 1999).
Several researchers (Arun, 2008; Myles, Cheng, & Wang, 2006) highlighted the qualities
and strengths immigrant teachers brought to the new countries. Arun (2008), after
studying South Asian immigrant teachers, concluded that the immigrant teachers within
his study seemed to be knowledgeable, compassionate and capable educators. Carrison’s
(2007), findings also supported Arun who states that immigrant teachers’ strength resided
in the fact that they brought with them that multicultural perspective that can influence
their instructional practices.
In another study, Santoro (2007) reported that immigrant teachers were more
understanding of the backgrounds, attitudes and experiences of students from targeted
minority groups than teachers of the host country. Therefore, they are able to guide
teachers within the school district on effective methods for interacting with these students
who are from diverse backgrounds since these students may pose cultural and linguistic
and other challenges.
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Carrison (2007) also identified several strengths of immigrant teachers. These
include (a) “their approach to the profession from a culturally responsive perspective that
not only influences their instructional practices but also their advocacy for students” (b)
demonstrating “the potential to become leaders who can guide others including preservice and in-service educators in issues relating to the education and welfare of
culturally and linguistically diverse students and their families”
Integration of Immigrant Teachers
Integrating any person in a new culture has always been a challenge since there
are multiple dimensions to the integration process. Deters (2008) conducted an analysis
of studies, which looked at the professional acculturation of internationally educated
teachers in Israel, Australia and North America. Findings from the studies revealed that
language proficiency, personal traits such as self-confidence and resilience and support
from colleagues and students were instrumental for successful acculturation.
In another study conducted in Australia, Seah (2003) studied immigrant
secondary mathematics teachers. This finding suggests that there is a relationship
between the personal and cultural values of the immigrant teachers as they transition from
their professional practice in their home culture to their new practice in Australia. Seah’s
findings also indicate that the environment of immigrant mathematics teachers in
Australia is supportive of immigrants’ values and do not demand conformity to the local
culture. Seah concludes that this ability to successfully transition across culturaleducational borders may be transferable to other settings where differences play a role. In
concretizing this argument Schön (1987), points out that the most effective professionals
use their previous experiences to better understand how and why things happen. Schön
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(1987) encourages professionals to take responsibility for improvements on and in
practice.
In another study located in Canada, Bascia (1996), the findings were contrary to
those of Seah, Bascia compiled a life history of a Black Indian-Asian immigrant teacher.
In this study, he found that the participant had several challenges as he tried to develop a
professional identity in that country. The respondent was convinced that people looked at
him differently as a “black man” and did not give him the plausible voice he deserved.
The professional positions he frequently requested were repeatedly denied. His idea was
that whites were not accepting of minority teachers, even though they had a lot to offer to
the American society.
Challenges for Immigrant Teachers
Beyond instrumental skills to master, such as the United States’ ever-changingcurriculum, immigrant teachers must adjust to the new school culture and student-teacher
relationships. They also must face stereotypes, from both faculty and the student
population who seem to feel threatened by the influx of immigrants coming into the
United States. Bartlett and Hollifield (2008) argued that international recruitment as
currently practiced in most schools may be harmful to the education system of the
destination country as well as the immigrant country of origin. The idea was that all the
teachers are overseas trained teachers are well-qualified and able to teach in areas like
math, science and special education. However, Bartlett et al. (2008) contend that to be
effective, overseas trained teachers need specialized induction support to guide them as
they adjust to the differences in student population, school workplace and culture.
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Ross (2003) examined the experiences of immigrant teacher candidates from diverse
cultural backgrounds in a two-year pilot program at the University of Southern Maine.
The idea behind the study was that these immigrants and refugees can respond to the
needs of the diverse student population. While the study identified some challenges,
many strengths were reported including their high motivation, sophistication, awareness
of world issues and highly literate in three to five languages. They also shared stories
with the students regarding stories about their own culture and education system. Ross
(2003) states that some new immigrant teachers face challenges, including the
relationship between teacher candidates and students. Because of different experiences,
beliefs and expectations, many newcomer teacher candidates had more problems with
classroom management than other interns. He also found passing standardized tests such
as the Praxis to be a major problem as teachers within his program under study were
having problems passing them on the first and second attempt.
Even though the United States education system is similar in origin and context,
to countries such as Jamaica, the implementation and execution of lessons and delivery of
instruction is vastly different. It is well documented that these immigrants taught in
countries where their students are highly motivated; they continually aspire to reach the
top of the academic ladder. Moreover, there are also differences in students’ behavior
where many American students are not afraid to challenge authority figures and seem less
concerned about the importance of educational achievement as a means of shaping their
future. It is often a “reality check” for teachers coming from these other countries, where
the academically gifted is lauded and respect for teachers is a deep-rooted cultural
tradition (Pole, 1999; Stuart, Cole, Birrell, Snow, & Wilson, 2003).
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Also in some countries, teaching remains an honored profession and teachers’
high social status stems from these countries’ culture and public recognition of their
important social responsibilities. However, in the United States, the opposite is often the
case.
Remennick (2002) examined the occupational needs for professional integration
for immigrant Russian teachers who have different culture and language from the Israelis
where they were teaching. The barriers these teachers faced included language,
curriculum, new school culture and student-teacher relationships. Those immigrant
teachers who had mastered the language of the local area reported more successful
experiences. Teachers were found to leave the profession due to a lack of discipline
among the students and the lack of respect for teachers’ authority. Therefore, from the
perspectives of the immigrant teachers, successful teaching occurred when the local
language was mastered, the curriculum was understood and implemented accordingly, the
school culture was clear and immigrant teachers developed a relationship with students.
Marvasti (2005) stated, “Language, even accent, may be used as a proxy for an
individual’s level of skills and lead to prejudice and discriminatory behavior in the work
environment” (p. 154).
Boyd (2003), in a research conducted in Sweden concluded that teachers who had
a foreign accent were viewed as less capable or less professional than other teachers.
There were different classroom challenges and misunderstandings that were alluded to
their language deficiencies, however on the other hand when similar issues arose with
Swedish teachers it was explained as a lack of training or experience. A similar study
done in Canada (Deters, 2008), found that teachers whose second language was English
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and had an accent not associated with the host country of Canada was challenged by
students, particularly at the beginning of their teaching career in the new country.
Immigrant teachers also believed that they had to resist negative stereotyping by
their colleagues. This research also sheds light on the tremendous amount of
responsibility placed on the shoulders of an immigrant teacher that native teachers do not
have to contend with (Remennick, 2002). A study conducted by Stuart et al. (2003)
concluded that newly arrived overseas-trained teachers “may need much longer to adjust
to these cultural differences’ found in the hosting country.”
In a study conducted in Australia, Collins and Reid (2012) reported that some
international teachers from Africa and India shared experiences of discrimination in the
workplace and felt that their ethnic backgrounds made it harder to gain promotions.
Gordon (2006) conducted a study in the United States on immigrant teachers. His
participants expressed befuddlement over the need for people in the United States’ to
erroneously categorize them by their nationality. For example, a Peruvian woman may be
taken for a Mexican woman and a Vietnamese may be taken for a Chinese. Gordon
(2006) then contended that, “Immigrants do not appreciate being lumped together with
other American minority population because they come as people with distinct values,
religions, language, cultures and contributions” (p. 29).
Elbaz-Luwisch (2004) in a study of Russian teachers immigrating to Israel stated
that the experience of these teachers crossing borders had led to an increased institutional
dependency, feeling like an imposter in the classroom and self-regulating behaviors in
accordance with the new sociocultural environment. In her later work, she stated that
migrant teacher’s stories “teaches us about schooling in the ‘host’ culture and allows new
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questions to be asked about that culture and its arrangements for learning and teaching”
(Elbaz-Luwisch, 2007, p. 372).
Because of widely differing past experiences and expectations, many immigrant
teachers can feel rejected, have the sense of loss (being away from homes) or feel anxious
in interacting with people (parents and other teachers) in their new environment. Some
teacher may also experience the phenomenon of alienation. According to Klomegah
(2006), alienation is the state of “feeling confused, lost, lonely, helpless and desire for
dependence” (p. 304).
Another problem faced by immigrant teachers is the fact that they may have gone
through the rigorous process of induction and certification especially when they were
veteran teachers in their home countries. Morrow and Keevy (2006) studied Mauritius,
South Africa, Australia, Sri Lanka, India, England, Jamaica, Canada and Northern
Ireland. Their findings suggested that many countries had developed national
qualifications frameworks (NQFs) to improve the transferability of credentials and
facilitate migration. More than fifty NQFs were in place and three were in development at
the regional level. They suggested the use of professional registration to benchmark
teachers’ professional status internationally, which would benefit both the individual
teacher and the receiving country.
Professional Experiences of Immigrant teachers
High-quality teacher exchange programs offer rigorous, meaningful professional
development opportunities and, as such, have the potential to raise the status of the
teaching profession and improve the educational experience for multiple stakeholders
(Manik, 2005). For teachers, professional exchange programs offer exposure to different
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pedagogical methods and curricula as both international and local teachers have
opportunities to share their expertise. Source and destination country students benefit
from teachers’ expanded worldview and improved teaching skills that come from
experience working in different educational settings. School systems and administrators
benefit from the diversity international teachers bring and from exposure to global best
practices in teaching Manik (2005). In an increasingly interconnected world,
international teacher exchange programs that provide support for teachers to learn and
grow can be equally enriching for all persons involved.
Immigrant Teachers’ Support
Borko and Putnam (1995) offer evidence to support the fact that professional
development plays an important role in changing teachers’ teaching methods and that
these changes have a positive impact on students’ learning. Burns and DarlingHammond, (2014), also provided evidence that professional development activities have
a significant positive impact on teaching and learning. When teachers are given the
opportunity, via high-quality professional development, to learn new strategies for
teaching to rigorous standards, they report changing their teaching in the classroom
(Alexander, Heaviside, & Farris, 1998).
The success of any immigrant teacher depends heavily on cultural orientation and
professional development. Many programs provide orientations for teachers to ensure that
they can ease into the culture of the United States without experiencing culture shock.
According to Oriaro (2007), these immigrant teachers need on-going support to ensure
they are as effective as possible in the classroom. Professional development efforts
should ensure that teachers are able to transmit and discover the beliefs and values of the
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dominant culture in a way that does not devalue the varying cultural patterns they are
exposed to but affirms respect for them. In this way, teachers will understand the
distinctive plurality that gives rise to different cultural styles, orientations, values and
even prejudices. In other words, these teachers should be exposed to multicultural
professional development. This is necessary as Nieto and Bode (2012) stated that
multicultural education is “about all people, regardless of their ethnicity, ability, social
class, language, sexual orientation, religion, gender, race, or other differences” (p.49)
Having high-quality professional development programs that are intensive,
ongoing, focused on classroom practice and include culturally relevant pedagogy are very
important as they help these teachers transition into their new school and new country
easier. Changes in teachers’ beliefs are more likely to occur in settings in which teachers
consider learning a communal activity (Joyce and Showers, 2002). When teachers take
time to interact, study together, discuss teaching and help one another put into practice
new skills and strategies, they grow and their students’ behaviors improve
commensurately.
Professional learning communities are also important to the immigrant teachers.
These will help to develop and support teacher’s knowledge and skills and to help
improve their methods of instructions. The general understanding must be that some of
these teachers’ beliefs and values are different from those in the United States. Banks
(1994), asserted that teachers must first recognize and understand their own worldview,
attitudes and beliefs to understand the worldviews of others. This was further emphasized
by Nieto and Bode (2012), “teachers need to confront their attitudes and perceptions of
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students, particularly students who are different from themselves and then work to
develop positive and caring relationships.”
Oriaro (2007), highlighted the fact that, the initial years for these immigrant
teachers should not be viewed as a time of survival but instead professional growth and
development. According to Rebore (2015) supporting beginning teachers at the outset
contributes to retention of new teachers in the school system. The beginning teachers in
turn, move through well-delineated stages of development from day to day. This was
evident in a study done by Meyers and Smith (1999) who researched a cooperative effort
between the Middletown (Vermont) School District and the University of Vermont to
recruit and nurture immigrant teachers. This project focused on mentors, university
faculty members and classroom teachers working with immigrant teachers who were
from culturally and linguistically diverse backgrounds. The researchers found that there
were four major factors that influenced and supported the work of mentors with protégés
in the Middletown project chief among these are that the mentor teachers advised mentee
on using university resources and dealing with the personal issues that college students
typically face. They also monitored their protégés’ progress through formal and informal
meetings, seminars and e-mail conversations to address their changing needs. Such
support is important for the immigrant teachers as it helps them feel welcomed and
supported. This is in accordance with Rebore (2015) who stated that beginning teachers
need help in dealing with teaching challenges specific to their students. Veteran teachers
can help beginners identify a large range of possible solutions for several of these
problems since they have most likely gone through them before.
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Immigrant teachers also need to be treated in ways that they feel accepted and
equal. Equal treatment regardless of their gender, race, nationality, or language is
essential to all immigrant teachers. Policies that create inequities in schools should be
eradicated.
Immigrant Teachers’ Response to Diversity
For all students to have equal opportunities for educational success, teachers must
be aware not only of what children need to learn but also of the knowledge and skills that
they bring from their linguistic and cultural background. The inclusion of teachers of
backgrounds like those of students has been recognized as being critical (Ryan, Pollock,
& Antonelli, 2009). Quiocho & Rios (2000) stated that teachers from different
background may bring their unique perspective to education due to their personal
experiences with diversity-related issues. Villegas and Lucas (2004) asserted that due to
their shared experiences with marginalization and discrimination, teachers of diverse
linguistic and cultural backgrounds are well-positioned to develop positive relationships
with their students.
It should be noted that learning to become an effective culturally responsive
teacher takes time and self-reflection, especially for the immigrant teachers. Many
teachers migrate from countries where the there is a single defined (or dominant) culture.
The opposite is true of the United States. Therefore, they may need to go through an
induction phase where they not only identify strategies to address diversity but is also
given opportunities to see native teachers engage in teaching and learning activities that
address diversity. This induction is particularly necessary because most teachers have
been educated and are engaged in teaching in school situations with a strong philosophy
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and practice of one standard curriculum for all. We may thus find it ‘natural’ to label
those who do not meet curricular norms as unfit for school. Only by challenging their
existing beliefs can immigrant teachers be enabled to envisage different inclusive
situations.
The Immigrant Teacher and Culturally Relevant Pedagogy
In any classroom that is rich in diversity, students’ educational experiences will be
enhanced by the various components that contribute to this diverse setting. They will
learn from those whose experiences, beliefs and perspectives are different from their
own. This perspective was endorsed by researchers (e.g., Gay, 2010, Ball and Tyson,
2011) as the best way to learn in a richly diverse intellectual and social environment.
These firsthand experiences brought by the immigrant teachers help students to be more
empathetic toward people outside their own culture. According to Myles, Cheng and
Wang (2006) “school should become more inclusive and accepting of the experiences
and identities” (P. 244) of immigrant teachers and see them as someone who will enrich
the lives of these students through culturally relevant pedagogy.
There is a common myth that the aim of culturally relevant pedagogy is simply to
enhance students' self-esteem. Although that might be one outcome, Shujaa (1995)
asserts that the actual intent of culturally relevant pedagogy is to help students develop
the skills to achieve economic self-sufficiency and to develop citizenship skills based on
a realistic and thorough understanding of the political system. Donnelly (1999) stated that
if all students are to receive a high-quality education, they need to be exposed to
culturally diverse perspectives and experiences. Teachers from different ethnic, racial and
linguistic backgrounds are needed to help facilitate their learning. (p.13). In the
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classroom, the immigrant teacher is more likely to seek out methods that are closely
aligned to culturally relevant pedagogy. According to Chapman and King (2012)
whatever the issue or problem a student might face, with the right teaching approach, the
student can and will learn. Basit and Santoro (2011), in their qualitative study, found that
migrant students had cultural, language and identity issues. These issues resonate with
many immigrant teachers who may have had similar experiences.
Culturally relevant pedagogy requires teachers not only to be able to effectively
implement best practices but also have the belief that such practices are essential to
quality teaching and learning of culturally and linguistically diverse students (LadsonBillings 2014). Tatum (2000) observed that students in Chicago who were several years
below grade level passed the requirement to get into high school in one year with relevant
pedagogy that accounted for their cultural differences. Darling-Hammond, (1993) stated
that there is a need for schools to provide opportunities for students to engage in activities
that promote in-depth understanding, critical thinking, creative problem solving and the
ability to use knowledge in real-life settings. This drive has led many schools to change
their practices to match up with other countries of the world and having their school
improvement efforts aimed at supporting students to become better thinkers, creators and
problem-solvers.
Conclusion
The purpose of this literature review was to synthesize research on immigrant
teachers’ challenges, strengths and limitations. The literature reviewed highlights the
reality that immigrant teachers who come to the United States may face many challenges
especially in their first year. Helpful strategies are needed to help them overcome these.
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On the other hand, they often bring with them skills and abilities which could be
beneficial to the education milieu in the United States. The experiences of Jamaican
immigrant teachers remain under documented in the literature. My research will add to
this largely neglected area of inquiry while identifying parallels and differences between
my research respondents (teachers of Jamaican origin) experiences and those of
immigrant teachers from other countries which have been more robustly represented in
research literature.
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CHAPTER 3
Research Methodology
Research Design
For my research, I engaged qualitative methods of data gathering and analysis.
“Qualitative researchers are interested in understanding the meaning people have
constructed, that is, how they make sense of their world and the experiences they have in
the world.” (Merriam 1998, p. 6). Merriam (2009) also stated that qualitative methods are
especially effective at describing complex processes. I identified a case study
methodology as the best means for this type of study. According to Creswell (2008) “the
type of problem best suited for this form of research is one in which it is important to
understand several individuals’ common or shared experiences of a phenomenon.”
According to Yin (2003), a case study design should be considered if:
•

the focus of the study is to answer “how” and “why” questions

•

the researcher cannot manipulate the behavior of those involved in the study

•

contextual conditions are relevant to the phenomenon being studied study, or

•

the boundaries are not clear between the phenomenon and context.

Therefore, many qualitative researchers (including Yin 2003, Merriam, 2009) argue the
strength of their chosen method is its ability to provide written descriptions of how
people experience a given phenomenon.
Qualitative content analysis was the method applied in the research process.
According to Merriam (1998), “The focus is thus on understanding from the perspective
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of the person or persons being studied” (Willis, 2007, p. 107). According to Merriam
(2009), it attempts to understand individuals’ lived experiences and the behavioral and
social meanings that these experiences have for them.
Participants were given opportunities to talk about the phenomenon that was
being explored since there are no fixed response questions. Questions were open-ended
and lend themselves to in-depth explorations of the personal and professional landscape
of the participants. These questions focused on individual experiences, beliefs and
perceptions
I used unstructured observation within the participants’ classroom. During the
classroom visits, I recorded observational notes and later looked for recurring patterns of
behavior and relationships. After analyzing the data, I used a more structured observation
instrument to assist in the data analysis process (see Appendix C). Information was then
extrapolated and organized in the relevant themes and sub-themes.
I developed a list of significant statements and group these statements into
themes. Clusters of themes were typically formed by grouping units of meaning together
(Creswell, 1998). Creswell stresses the importance of describing what the participants in
the study experienced and how the experience happened, including verbatim examples.
He stated that the data analysis includes the highlighting of “significant statements,
sentences, or quotes that provide an understanding of how the participant experiences the
phenomenon” (Creswell, 2007, p. 61).
Data Collection and Description of Data Source
Creswell (1998) points out the need for triangulation in qualitative research. He
encourages the “use of multiple and different sources, methods, investigators and theories
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to provide corroborating evidence” (p. 202), triangulation requires the use of several
different types of data. To fulfill this requirement, I used three methods data sources:
Interview transcripts, observation notes and artifacts. I engaged these methods due to
their potential to yield enough information about the study phenomenon and address
objectives of the research. Table 1 shows the research questions and each source of data
for the related question.
Table 1.1. Research Questions and related data sources.
Research Questions

Data Source

What are the manifestations and self-

•

Participants interview

narrative of qualities and strengths

•

Observation

Jamaican immigrant teachers brought

•

Non-instructional participant
interview (literacy coach)

with them?
•

Lesson plans

How do Jamaican immigrant elementary

•

Participants interview

school teachers describe their challenges

•

Observation

What personal or professional changes do

•

Participants interview

Jamaican immigrant teachers encounter

•

Non-instructional participant

as they navigate the curriculum landscape
of the United States?

interview (literacy coach)

during their time in the United States?
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The primary source of data for this case study was participant interviews. After
conceptualizing the focus and design of the study, my next step entailed direct interaction
with participants. Prior to the period of collecting data, I provided participants were with
invitations to attend an informational meeting, regarding the research study. During this
meeting I provided a synopsis of the proposed research study and the rationale for such a
research. I also answered questions and provided additional information as requested by
the immigrant teachers.
A second meeting was called where I gave each participant was a consent form
(see appendix F) with an explanation and details of the study which I reviewed with
them. The participants signed the consent form after receiving clarity on the nature and
purpose of the research and the ethical guidelines followed for the conduct of the study.
Because I had an obligation to protect the participants’ identity the signed consent forms
were not placed in the research as an appendix instead a copy of the letter without the
signature is presented. A copy of the letter of invitation to participants is included in
Appendix E. The participants also received a copy of the University of South Carolina
Institutional Review Board (IRB) approval notice for the conducting of this research (see
Appendix A). The purpose of having participants review a consent form prior to the
commencement of the data collection process was to enhance their understanding of the
nature of the study and help reduce their concerns about the risks of participation
(Creswell, 2007).
Before the initial interview took place, I pilot tested the interview questions, by
interviewing two other immigrant teachers who were not in the study. As I went through
the questions, I paid close attention to instances when respondents hesitated to answer or
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asked for clarification, this provided insights for refinement of particular questions that
were either too vague, difficult to understand or were predisposed to multiple
interpretations. I also asked the respondents in the pilot interviews if there were any
questions that they did not understand or any that made them feel uncomfortable. I
subsequently went back and revised the interview schedule. I then field test the revised
questions before commencing the actual data collection process.
I interviewed the immigrant teachers several times during the summer of 2017,
with follow-up interviews in fall of 2017. The interviews were designed to explore the
views, experiences, challenges and changes related to the selected immigrant teachers.
These interviews were semi-structured interview conducted on a one-to-one basis. All
interviews were arranged to accommodate the participants’ schedules and were
conducted in locations selected by each participant. This was important to ensure that
participants were as comfortable as possible during the interviews. I used open-ended
interview questions (see Appendix D) when asking the immigrant teachers to comment
on specific concerns (e.g., challenges). This approach, enabled me, to corroborate
evidence obtained from other sources.
I conducted the interviews in each participants’ classroom. Prior to the actual
interviews, I sent them a list of the primary interview questions this provided a snapshot
of questions that were designed to be asked beforehand. This they said helped them to
feel more comfortable as they had a general idea of the nature of the questions. To
prevent the participants from being over-prepared and scripted, follow up questions were
used to probe for additional information.
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With the permission of the interviewees, I used a small digital voice recorder with
an internal microphone so that data collection was both accurate and unobtrusive. I
personally transcribed each interview so that the information was easily analyzed.
Providing a duplicate source of original material as backup was also essential in case the
originals were damaged or lost. This became necessary as I was aware that equipment
failure or environmental conditions or any unforeseen problems might affect the
interview data retrieval process (Easton, McComish & Greenberg 2000). After each
interview, I listened to the recording and made notes. I ensured that I listened to each
recording more than once. Hycner (1999) recommend that the researcher listen repeatedly
to the audio recording of each interview to become familiar with the words of the
interviewee. In any instance, when I was not clear about any part of the interview I went
back to the participants and asked them for clarification or elaboration on what they said.
The second modality of data collection was participant observation. According to
Creswell (2002) participant observation is “an observational role adopted by researchers
when they take part in activities in the setting they observe” (p. 200). The observations
occurred in each participant’s classroom while teaching; also in professional setting such
as staff development. I took intensely descriptive notes during these sessions. According
to Creswell (1998), noting and recording of events in their social setting has many and
varied advantages. The study sought to garner information on immigrant teachers’
experiences and challenges. Therefore, gathering data in this way allowed me to observe
behavior exactly as it occurred in the real world.
I conducted the initial series of classroom observations in May 2017. The teachers
were aware of the day that I would be observing their classroom since they were asked to
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suggest the times when it was most convenient to accommodate me in their classes. I
hand- wrote the observation notes using an unstructured method. All other observations
were structured using an observation document created by me. (See Appendix C)
The final source of information was artifacts such as participants’ lesson plans.
There was also a non-instructional participant interview done with the literacy coach.
Participant Selection
To obtain in-depth and descriptive information aimed at capturing the personal
insights of practicing immigrant teachers, I chose to purposively sample immigrant
teachers from the southern rural area of a southeastern state. This purposeful sample
consisted of four practicing immigrant teachers from Jamaica, who entered the United
States classroom with over two years of experience teaching in their home country.
However, these were first-year migrant teachers. This criterion was created to gain
perspectives on immigrant teachers who have recently made the transition from their
country of origin to a new environment.
My decisions regarding the selection of the study sample were based on my
research questions. The participants were able to inform important facets and
perspectives related to the phenomenon being studied. The establishment of rapport and
empathy was also critical in the selection process and beyond since I was hoping to
receive detailed information through our interactions. The number of years the
participants were living in the United States was also a criterion I chose participants who
are first-year immigrant Jamaican teachers who would have completed one-year teaching
in a rural elementary school in southeastern South Carolina when I started the data
collection process. All the participants are immigrant teachers who are presently in the

52

United States on a J1 visa. Teachers who migrated to the United States and are presently
holding an H1B visa and Green Card were not selected for the study. The participants’
level of education was not a criterion for selection.
Description of participants. The key participants in the study were four female
teachers in an elementary school. They include one pre-kindergarten, two 2nd grade
teachers and one 3rd Grade teacher. All the teachers migrated from Jamaica. They were
teaching for the first time in the United States but had prior experience in their home
country. Participants spoke fluent English. Pseudonyms are used throughout the paper to
protect the identities of the participants.
Marlene is a cultural exchange teacher on a J1visa. She is a second-grade teacher
who has taught in Jamaica for four years before teaching in the United States. She falls
within the 30-40 age range. This was her first time in the United States on a work
program. She stated that as a teacher her responsibility was to develop the whole child by
imparting good values that will enable them to be productive men and women in society.
One of her main challenges entailed creating lessons that were age appropriate and at the
same time drew on the content specified in the state department document.
Diana is a first-year Jamaican teacher. She falls within the 30-40 age range. She is
a cultural exchange teacher and presently on a J1 visa. As a new teacher in the United
States, she could be aptly described as eager and enthusiastic. Diana taught on an
international license during our interaction. However, she hoped that after five years she
would receive an extension and her initial certification. Diana possessed an
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undergraduate degree. She taught for 13 years in Jamaica before coming to the United
States. She expressed the desire to have a rewarding and fulfilling first-year in the United
States. Her classroom challenges ranged from lesson planning to student behavior.
Milli-Ann taught in Jamaica for four years. A bachelor’s degree in Early
Childhood Education provided her credentials to be recruited to as a teacher in the United
States. In her new position, she was assigned to teach a pre-kindergarten class with 20
students. As a new teacher in the United States, she expressed interest in gaining new
knowledge and helping her students. Her favorite adage was “students do not care how
much you know until they know how much you care.” She stated that education should
empower a child so that (s)he could make a positive contribution to the world. Her major
challenge was lesson delivery, where she opined that students lose focus easily. She was
very optimistic regarding her challenges and proffered that they could be easily overcome
with the right strategies and methods.
Arlene taught in Jamaica for three years. She migrated to the United States on an
exchange visa. She was assigned to teach a third-grade class. She has a bachelor degree
in Primary Education. Her stated philosophy is “success through effort.” Her challenges
ranged from classroom management, lesson planning and lesson delivery.
In addition to the recruitment of the four teacher participants, I interviewed the
school literacy coach, Mrs. Lanchester (pseudonym). I needed to gather information
about her perception of first-year immigrant teachers. Although Mrs. Lanchester is not
the focus of this study, the data obtained from the interview with her served to not only to
verify the information shared in interviews with the teachers and help with triangulation
but also to obtain information on her perception of first-year Jamaican immigrant

54

teachers. Mrs. Lanchester, a Jamaican migrant, was an apt candidate for this role since
she too was exposed to the teaching practice in both countries. The Jamaican immigrant
teachers were also comfortable with me interviewing Mrs. Lanchester as they viewed her
as one of their own and did not feel threatened by her.
In this study, I was actively involved in the professional lives of the individuals
being researched. In conducting qualitative research, Merriam (2009), stated that, the
researcher is the primary instrument for data collection and analysis. Therefore, I played
a dual role of an informal participant and researcher.
Research Site
A rural school district in southern South Carolina provided the location for this
study. The district accommodates three schools. The district employed approximately 60
teachers in the school district. The elementary employed ten immigrant teachers while the
other schools employed four each. The entire school district student population was
slightly over 700 based on the last district report card 2014 of this number, 374 attend the
elementary school.
The racial composition is 356 (92.9%) African Americans, 14 (3.6%) whites,
1(.26%) Asian, 1(.26%) Hispanic and 11 (2.87%) of two or more races. The racial
composition of the school indicates that it predominantly serves African Americans.
These students are from low socio-economic backgrounds.
Since poverty is rampant in the community, the school is also a high poverty
school. It has 100% free lunch program. Pollock, (2008) states, “opportunities provided
and denied in schools often align with existing inequalities in the surrounding society”
(p.374). Based on the high level of poverty in this school, it continues to get insufficient
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funds to make even the teaching environment a safe and comfortable one. Because of
these inefficiencies, the roof of the school was in grave need of repair, the gymnasium
needed renovating, and the building was not energy efficient. Most parents in the
community possessed a high school diploma but did not receive a college education.
Research has shown a link between parental education levels and child outcomes such as
educational experience, attainment and academic achievement. For example, there was a
positive association between children with highly educated mothers and their rates of
participation in early childhood education programs and home literacy activities (U.S.
Department of Education 2009).
In the elementary school (the primary research site) there are 17 homeroom
classes from pre-kindergarten to 5th grade and three special education classes. The
students receive related arts in the areas of music, physical education, media and
computer lab. A recent budget cut has removed the Art and Crafts program from the
school.
Opportunities for diverse cultural exposure are limited in the surrounding
communities. Two major cultural events that take place in the community are the annual
Mahogany Festival (pseudonym) and the nearby college homecoming. The nearest
cultural centers (Columbia, Charleston) are more than fifty miles away. The community
has no year-round supervised recreational activities for youth such as community centers
and parks.
The School’s vision and mission are supported by its daily curricular and
extracurricular activities. Without a vision or mission, the school lacks direction. The
managerial staff ensures that the vision and mission are accomplished through teachers
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engaging in weekly professional learning communities. In these meetings, teachers meet
to discuss best instructional practices, to reflect on their instruction and to examine
student work and to analyze student data.
The school recently recorded gains in terms of the state and testing criteria. For
the past three years, the school received a value-added score of 5, which indicated that
students were making significant academic growth. Because of the improvement, the
school was removed from “priority” status. In 2013, the state recognized the school’s
academic accomplishment by providing the school a Palmetto Gold and a Palmetto Silver
awards. Three of the students were recognized by the State Department of Education for
having scored the maximum on ACT Aspire, the state standardized test that was
administered in 2014 – 15 school year.
Data Analysis
Data for this qualitative case study were analyzed manually through qualitative
content analysis (Mayring 2000 and Sarantakos, 2005). Qualitative content analysis has
been defined by Hsieh & Shannon, (2005) as “a research method for the subjective
interpretation of the content of text data through the systematic classification process of
coding and identifying themes or patterns” (p.1278). Krippendorff (1980) stated that its
purpose is to provide new knowledge, new insights, a representation of facts and a
practical guide to action. Since this research set out to examine the curriculum
perspectives and experiences of immigrant teachers it follows that qualitative content
analysis is the most suited data analysis method. The data collection and analysis
occurred concurrently beginning May 2017. The participant interviews were recorded
and therefore was transcribed to aid in the analysis of the data. Information from each
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data source (recording of participants interviews, field notes and supporting documents)
were read through and transcribed. I made brief notes in the margin when interesting or
relevant information is found. I used both deductive and inductive methods to code the
data (Hsieh and Shannon 2005). Therefore, I allowed my themes and categories to
emerge from the data while some were from theory and previous studies. Then I
organized the data using open coding and creating categories. Periodically I composed
analytic memos to begin to formulate ideas around particular findings. The written
material is read through again, and as many headings as necessary were written down in
the margins to describe all aspects of the content. Since there were several transcripts, I
repeated this procedure for each transcript. For example, notes taken during observations
of the teacher were reviewed for these same themes and subthemes and coded for
analysis.
Information from each data point transcript was assigned a paragraph number and
divided into categories. This resulted in 30 categories. Next, all categories were collapsed
into 15 major categories and 7 sub-categories. This list was then reduced to get 4 themes
(Creswell 2007). These are listed alphabetically as follows: (a) challenges, (b) Changes
(c) Navigating the Terrain (d) Strengths. Each theme has two or three sub-themes
(Schreier 2012). Finally, the coding for information in each of the four categories was
expanded into conventional paragraphs to include fully illustrative quotes from the
participants. These provided support for the themes. A chart was also utilized which
facilitated understanding of the data and helped in making comparisons.
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Ethical Considerations
Ethical principles are vital in any research. To maintain a positive ethos, the rights
of all the participants in the inquiry must be respected. The Ethical Standards of the
American Educational Research Association AERA (2000) clearly state the requirement
that “participants, or their guardians, in a research study, have the right to be informed
about the likely risks involved in the research. Also, of potential consequences for
participants and to give their informed consent before participating in research” (section
II.B.1).
Obtaining informed consent before the collection of data from participants was a
top priority for me. Letters and consent forms were circulated to the relevant participants
(see Appendix E). The letters contained the aims and objectives of the research; it
informed participants that they would be updated throughout the process. “It is of
paramount importance that educational researchers respect the rights, privacy, dignity,
and sensitivities of their research populations and the integrity of the institutions within
which the research occurs.” According to this information, great care must be taken with
the identities of participants. Considering this all names of participants were anonymous
(or fictionalized) to keep their identity private. No unauthorized persons were given or
had the privilege to access raw data and files, correspondence or any other
documentation. Even though all these steps were taken there is a slight chance that
confidentiality may be compromised merely by the fact that I could easily be associated
with a school during data collection. Therefore, individuals within the school and
surrounding environment are likely to be able to identify those who are participating.
This dilemma makes reporting the research particularly difficult even with the use of
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pseudonyms. All of this was taken into consideration when informing the participants.
Therefore, this was explicitly stated. The participants, if they so desired, were free to
withdraw from the research without penalty. Along with these Winter (1987) suggested
other ethical consideration practitioners should take when conducting a research:
•

Make sure that the relevant persons, committees, and authorities have
been consulted and that the principles guiding the work are accepted in
advance by all.

•

All participants must be allowed to influence the work, and the wishes
of those who do not wish to participate must be respected.

•

The development of the work must remain visible and open to
suggestions from others.

•

Permission must be obtained before making observations or examining
documents produced for other purposes.

•

Descriptions of others’ work and points of view must be negotiated
with those concerned before being published.

•

The researcher must accept responsibility for maintaining
confidentiality.”

Trustworthiness
According to Lincoln and Guba (1985), to establish trustworthiness, credibility is
an important factor that should be considered. To do this, I adopted research methods
well established in qualitative inquiry. Therefore, the methods of data analysis have been
derived, from those that have been successfully utilized in previous comparable projects.
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I engaged in triangulation by drawing from a multiplicity of data sources to
understand the Jamaican immigrant elementary school teachers. These methods include
observation, interviews, and artifacts, which are the major data collection strategies for
my research. According to Creswell (2007), the use of different methods in concert
compensates for their respective limitations and exploits their individual benefits.
I also engaged in member checking. Member checking is a technique used in
qualitative research to help increase the reliability of the study (Patton, 2001). I allowed
research participants to read through and review transcripts of interviews to review for
accuracy and ensure I capture correctly and accurately the essence of their information.
The participants had a period of two weeks to engage in this process and returned the
signed document to me. The findings were also discussed within a focus group and tell if
the themes and categories make sense and if the overall account is accurate. Participants
comments have been added to the final document.
Another method I employed was the examination of previous research ﬁndings on
teacher migration to assess consonance and tensions in theoretical frameworks,
methodologies and findings in relation to my current study. According to Silverman
(2000), the ability of the researcher to relate the research findings to an existing body of
knowledge is a key criterion for evaluating works of qualitative inquiry.
The setting, participant and the themes are thoroughly described, providing rich
detail for the readers of the research study.
Methodological justification
To obtain personalized and insightful responses to my research questions I used a
qualitative research design. Qualitative researchers are interested in understanding the
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meaning people have constructed, that is, how people make sense of their world and the
experiences they have in the world. (Merriam, 2009). Even though Patton (2002) warns
that qualitative research is “time-consuming, intimate and intense” (p. 35); other
researchers (Creswell, 2002 and Stake 2010) have emphasized the benefits of being a
qualitative researcher. The researcher must physically go to the location, setting or site to
observe, interview or collect documents. The events can then be understood adequately.
The close researcher involvement helps the researcher gain an insider's view of the field.
This vantage point allows the researcher to find issues that are often missed (such as
subtleties and complexities) by the scientific, more positivistic inquiries. Qualitative
research sharpens the researcher’s listening skill. Denzin and Lincoln (2003) commented
that listening carefully to a respondent is imperative in good interviewing. The
descriptive nature of qualitative research is very beneficial to the practitioner as she or he
could turn to qualitative reports to examine forms of knowledge that might otherwise be
unavailable, thereby gaining new insight.
Respondents get a chance to tell their thoughts. Sometimes there are sensitive
issues which a respondent would like to discuss but never gets the chance to do so, only
through participating in a research study can they bring these ideas out. Myers (1977)
postulates, that persons within specific ethnic groups and low-income populations may be
socially distant from the researcher are more likely to participate in the in-depth
interviews. Richardson (1996) argues that human learning is best researched by using
qualitative data.
Since the research focused on migrant teachers’ experiences, a qualitative
approach was most suited. I engaged case study method specifically because of the
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descriptive features that reside in this tradition. Yin (2003) defines the case study
research method “as an empirical inquiry that investigates a contemporary phenomenon
within its real-life context; when the boundaries between phenomenon and context are
not clear and in which multiple sources of evidence are used.” (p.13). According to
Gomm, Hammersley, and Foster (2000), case study refers to research that investigates a
few cases in considerable depth. They argue that a case study implies the collection of
unstructured data and qualitative analysis of data. They tend to bring attention to a
challenge or difficulty. Since immigrant teachers face many challenges and difficulty it
follows then that a case study again would be the most viable option.
Area of Specialization
My area of specialization is curriculum and instruction. Since teachers play a
pivotal role in curriculum, it follows that a study focusing on teachers would be very
appropriate. The topic of immigrant teachers is also important since they add diversity to
the curriculum experience. Smith (2000) noted that “Diversity represents a challenge and
an opportunity for education. It is a challenge because policymakers and educators are
called to respond to the claims of disadvantaged minorities for whom education
represents a key to greater opportunity and parity with other groups in society. It is an
opportunity because a society that learns to live with diversity is likely to achieve faster
rates of economic growth and social development.” Smith’s idea, along with many
others, is the driving force behind the role of diversity in the schools and many views.
Ladson-Billings (2014) underscored this view that diversity is important as it strengthens
schools, communities and the workplace and all other areas in society. When students are
educated within a diverse setting, they are better prepared for the real world which is a
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mirror of the classroom. This preparation helps them become good citizens in this
society; it also fosters mutual respect and teamwork for persons who are from a diverse
background.
My Story
Prologue. My name is Claudia. I am a Jamaican immigrant elementary school
teacher. Eight years ago, I embarked on an unpredictable journey when I entered United
States classroom as a teacher for the first time. For me, that journey meant uprooting
from my home of over thirty years and starting life in a foreign country. My story is
based on my new classroom, community happenings, anticipation, disillusionment,
amazement, and triumphs. My story provides a reflective narrative on the professional
and personal dimensions of my life, particularly as an immigrant teacher. While my
narrative is not neutral it is embedded in sociocultural notions of what it means to be an
immigrant teacher (Johnson & Glombeck, 2002). My story is unique to my experiences.
However, the descriptions I provide may allow immigrant teachers to relate to the
episodes I include. Native educators may also be able to relate to some of my stories as it
may help them to make sense of their professional and personal experiences with
immigrant teachers in an out of the classroom context. My story is episodic rather than a
linear chronological narrative since these episodes highlight the dominant themes, in my
mind, that characterize my existence as an immigrant teacher.
The Lure of the United States. Like every Jamaican child, from an early age, I
was aware that there is a “great country” a few hundred miles north called the United
States (or “Merica” as most Jamaican children would call it). My early impressions were
based on what I had read watched on television and the stories related to me by my
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grandfather who migrated to the United States as a seasonal worker where he worked on
various farms work picking apples. I grew up learning that the United States is a place of
extended opportunity and that I should find means of getting there. Because I was from a
lower socio-economic group in Jamaica, my family’s utopian ideal was to “go ah farin
and return to our country and show off pan neighbors and frens" [translated: Go to the
United States and return in a boastful way to impress neighbors and friends]. Some of the
status symbols for boasting would be new clothing, jewelry and adding a few pounds. To
date, this is still true among some of my older family members.
My desire for migrating was rivaled only by my desire to teach. At an early age, I
knew I wanted to be a teacher. As a child, I admired my teachers and the teaching
profession so much that I would line up dolls and even face the trees and pretend to teach
them. I became a teacher at a very early age. After ten years of teaching in Jamaica, I
decided I needed a change in terms of experience and professional opportunities.
Teaching in the United States was an opportunity that appealed to me. The failing
economy and the constricted of opportunities for growth and exploring diversity in
Jamaica, also motivated me to migrate. At that time there were many teacher recruitment
agencies luring teachers to work in the United States.
I applied for a job through the Visiting International Faculty (VIF) program.
After a series of interviews and completing application documents, I was offered a job in
s school district in southeastern South Carolina. Despite being unable to find much
information on the school district or community in my google searches, I still decided to
accept the offer of this job. When I arrived in this school district I realized that my
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numerous visits to other states (New York and Virginia) did not prepare me for this
geographical location.
I was placed in a school in a rural community serving low- income families. The
school was faced with many challenges. Chief among these were lack of resources,
understaffing, and a high population of struggling and special needs students. I soon
realized that most of the teachers, students, and community members had very little
knowledge of other cultures. I found myself responding to questions like “do you have
houses in Jamaica?”, with alarming frequency.
Because I was informed that I was a cultural exchange teacher I was looking
forward to sharing my culture within the school district. My first thought was that I
would teach the students about my country and others. This was far from the expectations
of the school district and this information was communicated to me by another Jamaican
who had been here before me. She made it clear that these schools need teachers to teach
their students not to tell about culture. “They are into test scores” she stated.
Culture Clash. The first time I spoke my students mimicked me. At first, I hated
when they tried to imitate me but later realized that would be a permanent fixture since
the adults also did the same thing. My students loved the idea that I was from a different
country. The students would listen to me attentively when I spoke about my country and
how we were different or how we were alike. One thing that fascinated them was the
different names we used. For example, like the English, I say football while Americans
say soccer; they provided me a full explanation of why it should be soccer and not
football, I explained my reason and it later became an issue that led to an intense
classroom discussion.
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One word that created tension was my use of the word “hush.” In the Jamaican
context it means “never mind” or “I hope you feel better” which is often used by teachers
to let ailing students know that you care. It is often used to show regret, sympathy, and
pity. In the United States it means “shut up.” Therefore, my use of the word did not come
across as intended by me and had left one student in tears because she was feeling sick
and I was attempting to show sympathy by telling her” hush.” She cried and cried until
another student who took on the role of my “American language mentor” told me the
reason for her tears. I then told her how sorry I was and explained to her the meaning in
my country.
Understanding American Culture. Some aspects of the American culture took
me a long time to understand while others were easier to grasp. The first year I came to
work in the United States students would give me apples. I always took my apple,
washed it and ate it right there. The students would watch me and whisper to their
friends. I later learned from a first-year teacher that an apple given to you by a student is
something you cherish. While I could have eaten it later, I should have taken a
photograph of it or demonstrate some sign of appreciation. The apple is a symbol of
knowledge and the children are giving you an apple to thank you for the knowledge you
have given them. I later realized this was so as he had taken a picture and put it on social
media and received many comments such as “you are doing something right”, “keep
doing what you are doing” and “you are a great teacher.”
A striking recollection of the differences in culture was in my first year as an
immigrant teacher when we (about four immigrant Jamaican teachers) were invited to a
local barbecue. We were told that the barbecue began at five in the evening. Being
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steeped in our Jamaican culture that the stated time is a mere approximation of the time
when they would start receiving guests we sauntered into the venue at about 7 pm. To our
embarrassment, by that time the barbecue was almost done and the hosts were packing
away leftovers. This and other classroom episodes made me acutely aware that
punctuality is important in the American context. Inside and outside of the classroom you
are expected to be on time. All schools and community events began on time. If it was
announced that it would end within thirty minutes, it seldom lasted for a longer period. If
you are even five minutes late you are tardy and this could lead to some form of
reprimand (verbal or written).
Family Matters. I moved to the United States as a single (but attached) woman
without children. This status changed during my third year when my first daughter was
born. Having a child was a joyful experience, but one that also filled me with trepidation
since my partner (now husband) lives in Jamaica and I would be on my own for a lot of
the time. On the birth of my first daughter, the support network was great. I had an
entourage of three from Jamaica, my husband and two of our closest friends who were a
married couple. This time was exciting for us since we would be welcoming the first
child among both couples. When I arrived home from the hospital with my new daughter,
the house was beautifully prepared with signs and balloons and more welcoming décor
for the new baby.
My daughter, as young as eight months old, started traveling to Jamaica. As early
as eleven months old she traveled accompanied only by her father while I stayed behind
to complete my studies at the Masters level. Therefore, my daughter attended daycare
both in the US and in Jamaica. She also spoke Jamaican at an early age and would return
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singing the Jamaican songs she learned at the daycare. One day when she was about two
years old on arrival at the daycare in the US fresh from a visit to Jamaica she saw a
picture of the statue of liberty. She ran toward it then stood at attention and started
singing in her loudest voice “Jamaica, Jamaica, Jamaica land we love,” which was the
national anthem.
Joined later by a sister and a brother my eldest daughter is still the most
“Jamaican” of the lot. In her current elementary school which she attends with her
younger sister they achieved a semi-celebrity status as the “Jamaican twins.”
Unfortunately for them, I burst their bubble by clarifying that they were born in the USA.
However, it is undeniable that they are proud of their Jamaican heritage and speak
wistfully about Jamaica and prospects of living full-time with their father and being close
to other family members. I too become very wistful at times about going back to Jamaica
since my husband, based on his profession and grounding in Jamaica as an eminent
educator, has not migrated to the USA. While he visits as frequently as possible and we
make the best use of it by making frequent interstate road trips and other activities, the
situation is sometimes strenuous emotionally for both parents and children. There are
goals that we have set and hope to achieve them soon so that we will be permanently
united as a family.
Anxieties about the school our children attend and the schools we would like
them to attend have been everyday concerns. My first daughter attended the deep rural
school where I worked for three years. While she was at the top of her class, she
assimilated the culture and the language of this deep rural community much to the
chagrin of her father and his relatives.

69

In contrast to my children, there is another immigrant teacher who has become
very close to my family. Her two children are forbidden by their parents to speak
Jamaican. In their four years of being in the US, they have never returned to Jamaica and
have never articulated plans to return to visit.
School Experiences. On arrival as an immigrant teacher my recruiting agency
provided a three-day workshop on “American students” this presentation was very
general about the United States since teachers were heading to both rural and urban areas
in North Carolina, South Carolina, and Georgia. We were informed that most students
had Asthma so we should avoid wearing strong perfumes. No one zeroed in on the
specificities of the rural community where I would be working where personal hygiene
often was not a priority. I soon found out that two words of choice for my students were
“musky” and “stank” since they used them to characterize both their peers and adults who
they felt needed to improve their body odor.
We also had a two-day new teacher workshop in our school district. All new
teachers were required to attend, including immigrants. During the workshop, we
received a list of tips on how to work through the first few days of school such as move
slowly, set high expectations, work in small groups and dealing with disruptive
behavior. We received many documents, but little was said on the specificities of the
curriculum. I was left to navigate this new terrain on my own. I soon discovered that
while I was an experienced teacher in my country, I had to relearn all about the
components of effective teaching for the rural southern American context, including
classroom management and lesson planning and execution. The students were not like
those I left in Jamaica. I had to learn to provide different incentives since motivation to
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achieve seemed stymied by the social safety nets that existed. While a good motivational
talk on achieving so you can take care of yourself and your family would work in
Jamaica, my first mention of this was greeted with responses such as, “but I get my food
stamps” and “my mama gets her check.” I later discovered that most of the population in
the rural city received state and federal benefits. I pondered and tried to devise other ways
of motivating them.
Even though I was of a similar skin color as most of the persons in the school
district, my Jamaican heritage was enough to place me as an outsider in this community
as manifested in the speech and actions of the persons with whom I interacted. I learned
very quickly that being the same color as the majority population (African American)
does not mean that you are a part of that group. While white privilege is the buzzword on
the lips of scholars and civil society, an unnoticed phenomenon is what I term kinship
privilege. I soon discovered that privilege is dependent on who the dominant group in any
community is. As an immigrant teacher, I have been scrutinized more by administrators
and have also experienced what I may term “unfair” treatment by African American
administrators. I remember when I was pregnant with my second child and had to take
frequent bathroom breaks. I asked a colleague (African American) to watch my students
while I went to the restroom. When I returned, I learned that the colleague had stepped
out and two students were engaged in a fight. The principal (African American) did not
entertain my explanation that I asked another person to watch the students and wrote a
letter of reprimand to me for leaving the room. She attributed no blame to the teacher I
asked to monitor the children in my absence. I also observed that whenever there was a
dispute between an American teacher and an immigrant teacher, administrators were very
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hesitant to reprimand the American teachers while being very generous with their
reprimand of the immigrant teacher. Immigrant teachers negotiated this in several ways,
some cried openly while others fought back either with the tongue or the pen. I often
chose the pen since I quickly realized that when situations are documented they are
treated more respectfully by the administrators.
My initial conception and that of most Jamaicans was that all Americans spoke
impeccable English. On my first day of entering my class, my mouth dropped open when
I heard the students. Phrases like “you is”, “we was” and “ova day” for “over there” were
uttered freely. Yet, if you did not speak that way you were viewed as an outsider. I soon
discovered that by taking these students a few miles away on a field trip they were
viewed as outsiders when they spoke since whole groups would stop and stare at them
and sometimes asked them where they were from whenever they opened their mouths.
I was paired with a mentor teacher Mrs. Deere (pseudonym), to help orient me
and guide me through the specificities of the South Carolina classroom. Mrs. Deere was
an African American who was employed at our school for over thirty years. I observed
that she rarely had disciplinary problems since the taught the parents of most of the
children enrolled in her class. In our initial meeting, she was pleasant and seemed very
sincere in her desire to provide support for my teaching and interaction with students.
As time progressed, Mrs. Deere occasionally stopped by my classroom and asked
if there was anything she could do to help me. To me, these were blurred offers of
assistance so even though I sometimes needed the support I was aware that she had all
her work to complete. Later I discovered that Mrs. Deere would be coming to me for
information and instructional ideas since my students earned the top scores in the district
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in the state tests. Even though I was aware that I had much to offer, I still had a lot to
understand such as the curriculum standards that guide the school programs and district
and school policies that may differ from those in Jamaica, refresh my knowledge of
content area and make subject matter comprehensible to students. I also needed help in
relating to students since they were of a different cultural, linguistic and social
background. I also needed help challenging and motivating my students to be successful.
There were times when Mrs. Deere and I did not see things eye to eye. I used to
train students to dance. In Jamaica, a very competitive society, where national
competitions in athletic performances began from early childhood institutions to the
tertiary level, we chose the best athletes to engage in sports competitions and best
performers to perform. When I started a dance group in my school, I was shocked to be
told by Mrs. Deere to include students if they wanted to be included and not based on
their talents. It was a huge culture shock for me as I always wanted to produce the “best”
performances. Later I realized the merits of Mrs. Deere’s point. Discrimination comes in
many forms and by denying children the opportunity to participate in selected activities
due to my perception of their talents might have adverse effects on their self-esteem and
self-worth. How then, did I see so many American movies where auditions and
competitions and victory were their themes and plots?
Teacher observation and evaluation seemed to be the modus operandi of the
school district. Never in my life had so many different persons come in my classroom to
watch me teach. There were aspects of teaching that they dubbed non-negotiable and
these had to be in place every time someone came to observe your class. Being from
another country I tend to agree with Delpit (2006) that, “we all interpret behaviors,
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information, and situations through our own cultural lenses” (p. 151). The multiplicity of
tasks requires a lot from you as a teacher. In class, you are required to have several
grades for each week. In our home country, students received grades at the end of the
school term and there were no hard or fast rules as to how many entries the teacher
should produce. There are also different teaching methods that you are informed that
observers need to see as they enter your classroom such as differentiated instruction,
academic conversation, technology, graphic organizers, active learning, etc.
I have also experienced some perks in my classroom experience as an immigrant
teacher. There have been American teachers I have worked with who have provided
insights on the culture and customs of the community which has helped me to more
coherently negotiate my experiences as an immigrant teacher. Their stories of their
experiences in terms of family and professional pursuits have provided me with much
deeper insights on how they relate to each other and how they relate to immigrants.
Sitting and just talking to the students also helped me to get a better understanding of
their culture. By listening to them relating their home experiences I began to realize that
many of their actions are because of under-exposure. Many of them have seldom left
their community and have never been to any of the major cities in South Carolina.
Negotiating discrimination has been a dominant part of my existence as an
immigrant teacher. I have experienced this in both subtle and overt forms. When America
got a new president in January 2017, African American teachers who I expected to be
more sensitive and aware about the forms of discrimination were making very insensitive
jokes such as, “hurry and get back on your boat” and “you need to leave before Donald
Trump puts you out.” Many of them did not seem to know the distinctions between legal
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and illegal or documented and undocumented immigrants. Making immigrant teachers
the butt of these jokes seemed to be the highlight of these teachers’ gathering. I felt
ostracized and as immigrant teachers, we were constantly discussing among ourselves
how insensitive they were.
The assault on immigration to the United States seemed to give some students the
ammunition to be rude. One student asked in what I thought was a very condescending
tone why immigrants had to come to this country to work. While this could have been a
great teachable moment, I was not in the frame of mind for that. I just did not provide an
answer. In a similar incident, another student who I instructed to redo a part of her
assignment started arguing and sealed her outburst by stating “I am so happy that Donald
Trump is the President”, which I interpreted as meaning all immigrants will soon have to
return to their homeland.
Economically, as an immigrant teacher, I have been able to do a lot more. Every
Jamaican teacher’s dream is to own a house and a reliable motor vehicle. As a teacher in
Jamaica, I could afford to buy a used car after eight years in the teaching profession. If
you wanted to buy a new car in Jamaica it would possibly take weeks or months to sort
out financial terms and receive a loan approval from a lending institution. An experience
that stands out in my mind is visiting a car dealership in Augusta, Georgia, just to look at
cars. In two hours, we were driving home in a brand-new vehicle. As my little daughter
proudly perched in her seat looking out the window from a higher vantage point, my
husband and I marveled at the ease and swiftness of processing and completing the
transaction. In terms of earning and saving to achieve desired goals (scholarly and
personal) working in the United States has made my goals more reachable in less time.
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Epilogue. My name is Claudia. After eight years and some months as a Jamaican
immigrant elementary school teacher, I have moved from a state of innocence to
experience; anticipation to disillusionment; dreams to reality. As I related various
episodes of my existence as an immigrant teacher I realize that I had unrealistic
expectations about my sojourn in this role. Was I fairly treated by all administrators or
peers in my country of origin? Am I viewing the immigrant teacher’s experience through
different lenses than I would view my experiences in my own country? Have I crossed
the bridge of expectation and settled squarely in the land of reality? For these I had no
definite answers. However, the episodes in my story resonate with central themes in my
life including scholarly achievement, professional journeys as well as personal trials and
triumphs. My story serves as a snapshot of an immigrant teacher’s experience which
might (or might not) be transferred to the experiences of others.
Research Timeline
Permission to begin research with the participants was granted by the school
principal in January 2017. I received approval from the IRB May 2017. Data collection
started immediately and took place over a five months period. Initial interviews were
conducted face to face, with follow up interviews during the summer months. At this
point, the participants were between their first and beginning second years of teaching,
therefore, their memories and ongoing perceptions of themselves as immigrant teachers
provided additional information for this case study. Documents such as lesson plans were
given to me at the beginning of the summer. Literacy coach interview was done in fall
2017 to ensure that information received from interviews, observation and document are
triangulated.
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Member checking began immediately after the initial interview transcriptions
were prepared. Data analysis began in summer 2017 after all participants had reviewed
and approved the interview transcripts. Chapters four and five of the dissertation were
written over the summer and into the beginning of fall 2017. Member checking continued
during the process of writing and revising Chapters four and five.
In addition to a qualitative dissertation, I also prepared a shorter report
summarizing major findings from the study. This document was printed and given to all
the participants and the school’s principal and literacy coach.
Summary
This chapter described the methodological considerations, participant selection,
procedures and timelines that guided the research process. The inclusion of my story in
this chapter illustrates the inextricable link between the researcher and the phenomena
being researched. The next chapter will detail the findings from the data collected
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CHAPTER 4
Research Findings
Introduction
Chapter four provides an analysis of the data collected from four Jamaican
immigrant elementary school teachers teaching in southeastern South Carolina. This
chapter is separated into five sections: (a) research questions and purpose of the study (c)
reintroduction of data collection and analysis (d) themes and subthemes which is
subdivided into four major themes. These themes were derived from data analysis and
were identified as, strengths, challenges, navigating the terrain, and changes. These major
themes are then further divided into subthemes. Finally, a summary is offered at the end
of the chapter that provides a succinct account of the findings.
Research Questions and Purpose of the Study. This study attempted to answer
the following primary research question: What are Jamaican immigrant elementary
school teachers’ experiences as they navigate the curriculum landscape in the United
States of America?
The sub-questions are:
(a) How do Jamaican immigrant elementary school teachers describe the challenges as they
navigate the curriculum landscape of the United States?
(b) What are the manifestations and self-narrative of qualities and strengths that Jamaican
immigrant elementary school teachers bring with them?
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(c) What personal or professional changes do these immigrant teachers encounter during
their time in the United States?

The purpose of this study was to examine the curriculum perspectives and
experiences of Jamaican immigrant elementary school teachers and how they respond to
a new environment. The study utilizes qualitative research methods, predominantly
residing in the case study tradition, to understand the Jamaican immigrant elementary
school teachers experiences in a rural school in southern South Carolina.
Participants’ Narratives
To provide holistic narratives on the participants, my initial presentation of the
data is in the form of multiple case studies with each participant treated as an individual
case. Findings are also further synthesized and presented to illustrate commonalities and
contrasts among the respondents’ experiences.
Marlene. Marlene grew up in an extended family which was a primary source of
support for her regarding life events. She shared a special bond with her extended family
members who gave her love and emotional support as she grapples with the idea of
moving to another country. Marlene expressed a strong affection for her country Jamaica.
She enjoys her native language (Jamaican Creole), her food and her method of dress. She
frequently adorns herself with accessories (e.g., flag pins, necklaces, and bracelets) that
symbolize her Jamaican heritage. She articulated her deep connections to her culture and
a desire to keep cultural aspects of her life she brought with her.
Marlene taught in Jamaica for six years before coming to the United States to
teach a second-grade class. Her reason for coming to the United States is like many
Jamaican teachers who migrated. Most are motivated by the many and varied
opportunities offered to professionals in the United States. She states that “I wanted a
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difference. It’s mainly about the cultural exchange. So even though I taught at the
American based school for three years, I just wanted to be elsewhere. Although the
school is an American based school, you are still in Jamaica. We follow the American
curriculum, but you are still not in America.” She was also encouraged by her sister who
had previously migrated to teach in an adjoining school district. Even though she was
assigned a liaison person by her recruitment agency, her sister did much of the ground
work and helped her with the transition to the United States.
Pedagogical strength. Marlene teaches 20-second grade students. Throughout my
observation, I noted the size of her class and her ability to have students maintain
classroom routines. Routines were specific for each activity such as, entering and exiting
the classroom, group-work, peer review and distributing papers which helped to reduce
chaos and increase instructional time. I did observations in her classroom on three
different occasions and the procedures were almost identical each day. She provided
frequent opportunities for students to ask and answer questions and expand upon
responses. She used words from the students’ expressions to bring out meaning as she
teaches. At times she used anecdotes from her own experience and the students’
experience. She revealed later in an informal conversation that she used strategies to help
students achieve fair and equal educational opportunities to learn and at the same time,
help them think critically.
Each day an agenda was written on the board for students to reference as she
moved along with her lesson, indicators, objectives, and topics were also posted. When
students entered the room, they greeted Marlene and headed straight to do morning work,
or she sometimes invited a student who did not get a concept from a previous lesson to
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conference with her “one on one.” Marlene insisted that all students should greet her (by
saying good morning or good afternoon) as she was not only teaching her students to pass
standardized tests but also to improve their social skills. This I noted as her Jamaican
method of teaching as most Jamaican teachers believe that inside the classroom “students
should not only be able to possess book knowledge but also demonstrate common
courtesies and common sense.” Most students in the classrooms at Trident Elementary
were not required to say good morning when they arrived at school. However, in
Marlene’s class, they all greeted her in cordial tones. If they did not greet her they were
reprimanded and are required to return to the door and re-enter. “We are not here only to
teach content but they need to learn soft skills. They are important”, she explained. These
“soft” skills are emphasized within Jamaican instructional contexts.
The fact that Marlene taught in both a Jamaican based school and an American
based school seemed to influence her teaching style and her ability to navigate the culture
in the American classroom. Assignments and grades are very important in Marlene’s
classroom. Grading scales and rubrics were prominently displayed at the students’ eye
level. Each student also had a folder that contained rubrics, worksheets, and extra
materials just in case they completed the regularly assigned work before the scheduled
time. The classroom and instructional materials were meticulously laid out. It was evident
that she had experience dealing with the American style of classroom management and
instruction as her walls displayed students work which changed to match new topics she
is working on. She utilized ideas that were more evident in the United States classroom
than in the Jamaican context. She also made use of those dominant Jamaican ways of
teaching such as providing explicit instruction, choral reading and reciting.
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Marlene shared her culture with the class by teaching music and poems from
Jamaica. While the day was not designed to teach about other cultures and there was
hardly any place in the curriculum to add it, Marlene talked about her country’s culture
during the class downtime. The class gathered around her to listen to stories of Jamaica
and how it shares a similar history with the United States. They also listened to songs and
danced to Jamaican music. At the back of her classroom was a small area with Jamaican
artifacts that the students also interacted with. Her teaching also extended beyond her
classroom walls. During her short period of teaching in the US, she collaborated with a
colleague to stage Jamaica Day. She stated:
We had a Jamaica Day where we displayed our dance music, food. Another
Jamaican teacher and I did that. We did it in the gym and the entire school was
invited. The school also had a May Day and we incorporated our Jamaican
culture.
Multiple experiences as strength. Marlene stated that her strongest attribute was
her advanced knowledge of content and understanding students of different cultures that
she learned in her native country through her teaching at an American based.
In Jamaica, I have taught three years at an American based school. It was my
experience at the American based school that caused me to incorporate strategies
from both contexts. There we mixed the American based curriculum with the
Jamaican curriculum, which had you using the best from both worlds. This
included mixing methods such as using different centers, using explicit
instructions and at the same time getting students actively involved. The luxury of
being a part of two different classroom environments even before getting to the
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United States has helped me to get what I consider best practice and use it to my
best interest.
Her style of teaching and classroom practices have resulted in her students making gains
and exceeding expectations on the spring benchmark and (Measures of Academic
Progress) MAP testing. This she said showed her strength and this made her very proud.
Marlene’s instructional approaches have also led her to be chosen as teacher of
the month which was very humbling for her. “As an international teacher I got teacher of
the month I think that was in February. Whoever selected me saw that in me and thought
that I deserved it. I am very proud of that.” The literacy coach spoke highly of Marlene
stating that “she has developed relationships with her students which has inspired them to
work hard.”
While strengths were evident in Marlene’s experiences, there were also
challenges. These challenges for Marlene were not only those identified in the classroom
but also some personal challenges influenced her professional practice.
Classroom management challenges. Marlene stated that respect from students
was often difficult to come by and that her prior teaching experience did not require her
to put as much into classroom management which extended beyond the classroom to the
home environment here. She states;
I somewhat knew the culture and knew some of the challenges that I would face
although these challenges are a little drastic. My major challenge is getting
students to follow directions and stay focused.
Based on Marlene’s methods used for classroom control I did not see too much
classroom control challenges when I conducted observations of her teaching. Her
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classroom control seemed to be one that had the students following rules and being aware
of expectations. The students’ transition from one area to the next in the classroom was
also smooth. According to the literacy coach, classroom control was a strength of this
teacher. Therefore, it seemed likely that Marlene’s Jamaican background might influence
her to urge to create a more regimented classroom setting. This regimentation exceeded
the requirements at Trident Elementary.
Home School Challenges. Marlene mentioned how difficult it was to
communicate or interact with parents. There seemed to be tensions between her
expectations of the parents regarding discipline, homework support, academic support
and reinforcement of school rules and the reality of what is happening. Her Jamaican
background where parents and teachers openly discussed issues regarding the students
without fear of offending each other seemed to be elusive at trident Elementary. Issues
she wished she could discuss openly included; disruptive behavior of some students
misbehaving, learning issues and low grades, she expected the same “respectful”
response from parents of Trident and has on numerous occasions come under “fire” from
the parents during parent conferences. Marlene stated that she constantly made American
parents upset when she attempted to discuss issues related to their children with them
directly as she had been used to do so with parents in Jamaica.
It is hard to communicate with parents about their child’s behavior. They refuse
to meet with you. I try to reach out to parents and they either never show up or
even if they do all the problems you are seeing and explaining to them are turned
back to you. Even though I have worked here for the full year there are some
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students that I still do not understand because the parents never show up or if they
do the teacher is at fault.
The views on parents blaming her for students’ mistakes or disrespectful behavior
resonated with me, since I was called a few times to be a mediator in several of her
meetings with parents who often felt dissatisfied with the way Marlene communicated
with them. Marlene described herself as a teacher with a strong personality and apart
from her being an immigrant teacher, her strong disposition also affected the way parents
perceived her as a teacher.
Marlene opined that American teachers are too “easy on” the students when it
comes to providing feedback and grading their work, therefore when she conferences
with parents about students grades there is always some amount of conflict.
I do not know what they (parents) have against international teachers but it’s very
sad. If you are a parent say nothing about problems with their child. They make
claims of always seeing passing grades and blames failure on the international
teacher. When they see these specific changes by the immigrant teachers it makes
them more ignorant [Jamaican for “upset”] and not want to meet with me, when
really the aim was to help their child get the needed help. Before everything was
sugarcoated/fluff and because of this, there will forever be denial. and I refuse to
lie. I will not give your child something he/she does not deserve.
Lack of cultural awareness. Despite Marlene’s successes in teaching and her expanded
knowledge in pedagogy, she was aware that discrimination and “racism without the
races” (Balibar, 1991) exist in the school. In embracing Balibar’s notion of “racism
without races” I also rely on Barnard-Naude’s (2011) clarification that Balibar describes
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racism as etching itself in practices (e.g., forms of violence, humiliation, contempt and
exploitation), in scholarly and everyday social representations that advocate preserving
identities from invasion. I concur with Barnard-Naude’s citing of immigration as a new
category identified by Balibar that is used as a substitute for the notion of race. Hence the
designation of the term racism without the races as an apt designation for the situation
with many immigrant teachers. This is vivified by the experiences related by the
participants in my research.
Marlene found herself defending her status as an immigrant who is lumped in
both legal and illegal status. While some forms of discrimination were not overtly stated
she thought that implying that she was probably an illegal alien was just as demeaning.
Her expressed wish was that the teachers and other staff at the Trident would understand
that when international teachers migrated from their home country to work in the United
States, in most cases it was not because they are living in poverty.
A custodian said I heard that you guys do not like to hear about the banana boat. I
had to defend myself saying “I have been coming here for years and I have never
taken a boat I have always paid my fare to enter the country legally.”
Her experience resonated with me since after our interviews, during staff development
session I overheard a group of teachers also make discriminatory comments in the form
of a joke about getting Trump on this immigrant teacher to send her home. Another
teacher shouted, “get on your banana boat before I call Trump!”
Credentials and Praxis Exam. Marlene only had minor glitches in transferring
her credentials and evaluation of her teaching certification to teach in the United States,
most of the problems were associated with her country such as mailing documents in time
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and signing off on documents. Her major problem was after getting to the United States
and after three months in the system she found out from her agent that she had to pass the
Praxis test before the end of her first-year teaching in South Carolina to renew the
international certification and teach at Trident Elementary School.
When I got the letter about passing the Praxis Exam I was shocked. I did not
know the expectations. I went and purchased the past papers, but these did not
seem to help because they had nothing to do with the test. I really do not like the
Praxis because of the breakdown of the questions. There were both multiple
choice and constructed response focusing a lot on pedagogy. The allotted time
given was too short, and the questions were very cultural and provided advantage
to the United States [citizens]. Because of this there was a big gap between what I
know from my home country and what I have learned since I got here. While I
learned a lot being here it was not enough to pass the Praxis and I have done two
sittings so far. The first one I needed fifteen more points and the second one I
needed five more points.
To date, Marlene had not done another sitting of the Praxis as she resolved that
she would ensure that she studied extensively for this test so that this would be her final
sitting. The district also requested a waiver for the cohort of immigrant teachers and
others in the future so they would not need to pass the Praxis during the first year of their
arrival into the United States.
Personal Challenges. One of Marlene’s major challenges was the feeling of
separation from her family back in Jamaica.
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The hardest thing I would say is separation anxiety - moving away from my
family-My family is a small closely-knit group. We usually did everything
together and enjoyed each other’s company. So, it’s just separation anxiety.
Challenges as a pathway for growth. While the many and varied curriculum
innovations for implementation (e.g., balanced literacy, Leveled Literacy Instruction (LLI
among others) was a bit overwhelming for Marlene, she viewed this as an opportunity for
growth.
The different programs the school bought and you are supposed to implement
them in your classroom. I have learned a lot from them. Even though they take so
much time to plan. For example, Balanced Literacy and the different components
for teaching reading. My ability to learn all these … is just a plus for me.
She also completed courses through the school to satisfy certification requirement
for the Read to Succeed certification. These courses required a lot of reading of several
journal articles and informational texts. Even though she saw this as far more work than
she initially anticipated, she also viewed it as a method for growth as many strategies she
was having issues implementing in her classroom are now clearer to her.
I have done the read to succeed course and I have learned a lot. It is helpful. It is a
lot of work but all those strategies are very helpful. I was doing these (strategies)
but I was not doing them properly. These courses help you to do these strategies
properly and implement them accordingly and effectively.
Navigating the terrain - navigation strategies. When an immigrant teacher
arrives in the United States, they often find a school cultural value system that is different
from that of their native countries. These conditions often cause immigrant teachers to
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find methods to cater to the differences they are experiencing. These methods often help
them to develop better relationships with their students, coworker, administrators, and
parents
Marlene’s navigation strategies ranged from spending time with other Jamaican
teachers and reflecting on the days happening, to focusing on classroom routines that
helped her to be accountable in her instructional activities. Along with other new
immigrant Jamaican teachers, she spent a lot of time talking about Jamaican life and
comparing and contrasting the classroom context in both countries. She is also engaged in
introspection on daily happenings at work and used them as catalysts for growth
I reflect a lot so things will happen now and will not get the effect until couple
days. I have to go home and reflect so if I am having a bad day yes it will come
but I will just let it pass. When I settle I reflect and I normally arrive at the best
solution within a few days.
Marlene also attributed her ability to navigate the classroom and school culture at
Trident Elementary to her persistence. “I think I have a very strong personality that works
for me and it works for my kids. In everything I do I try to put the best foot forward. I am
very persistent.”
Marlene credited behavioral routines she established for her class as a key
navigation strategy.
From the start of the year I established my expectations. I jotted mine down and
had the kids jot mine down also we then come together and create a classroom
rule. Now, when those rules are created if you break those rules there is a
consequence I did not set the consequence they did. So, if they break it then they
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will pay. It works - there is some form of stability - there is routine. So, I use
those to keep the kids focused.
Support. Marlene related her impression of her positive experiences with selected
administrators and staff members at the school. She stated “I like the school, I like the
person they put to lead me. I think she is always open and willing to hear and if you are
having problems you can go to her she makes me feel really comfortable. and I think
that’s the reason I am still here.” Despite random acts of discrimination previously
described she expressed a sense of belonging at Trident Elementary School “They said
that these people are known for their southern hospitality which is true. I have found
persons that I feel as if I am home with them. Even my co-workers especially the older
ones, they are very helpful. I definitely see that family closeness.”
At the recruitment program level Marlene shared her thoughts concerning the level of
support she received:
They (the program Educational Partners International) provided someone that will
work with us from back home. The liaison is from here and she gives you a list of
things that you need to do. She keeps you abreast of your move, telling you the
paperwork you will need, helping me to find decent lodging, where your school
will be and give you an idea of houses in the neighborhood. I think my experience
might be different from a number of other immigrant teachers as my sister was
already here and she gave me a head up as to what I was coming into” With the
program, we had orientation for three days. They tried to get us familiar with
where we are going and some of the things we should and should not do. How to

90

deal with parents on a professional level. Who we can talk to about any issues we
are having at the school and district levels,
Marlene outlined positives and negatives about her initiation experiences as a
immigrant teacher:
The school let us meet with persons from the district who basically lay out the
same thing (as EPI). The expectations some of the things you should not do. As
well as we met with the principal. I was helped a lot by the teachers here. The
American teachers see to it that I was not lost. Some made sure that I was good
they called me. When I get here they ask if I need materials they tell me some of
the things I need to have in my classroom. So, I was guided.
Even though she had a mentor, Marlene expressed reservations about the
effectiveness of the mentor program, as she was not informed that she had a mentor and
what will the job of the mentor be and how the mentor would be instrumental in her
transition into this new school. “At the latter part of the schoolyear, I was told that I was
given a mentor who would come in my class and do observations and so on. Before I was
told that she was my mentor she used to speak to me and help me but I was not sure why
this was happening.”
Changes - professional change. Marlene revealed that some methods she used to
teach in Jamaica (e.g., various reading strategies) required adaptation and more in-depth
understanding on her part. Therefore, when she entered the United States and was given
the opportunity to learn more from a course offered in her district, she made it a part of
her priority to sign up for it.
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I am never absent from a professional development. I have been learning about all
these different implementations of different models I have learned a lot, things
that I thought I knew are coming together. Even the read to succeed course. I have
done it and I have learned a lot. It is helpful. It is a lot of work but all those
strategies are very helpful. I was doing these [strategies] but I was not doing them
properly. These courses help you to do these strategies properly and how to
implement them accordingly and effectively. It is a lot of work but I am learning
to tighten up my instructions.
Diana. Diana grew up in a Christian home; she seemed to have deep spiritual
convictions. Her faith in God helped her to remain calm and strong during her initial
phase of settling in the United States. A number of Diana’s answer to various questions
starts out with religious answers, for example, Diana stated “I believe in God and my life
and my steps are ordered by him. So, when I heard that the school was in a povertystricken area I questioned ‘Lord, why?’. But I was always told that I worked well with
students and I said ‘ok Lord, if it takes me to go and help then I will go’.”
Diana taught in Jamaica for thirteen years before migrating to the United States.
For Diana, the impetus to enter the United States teaching profession was mainly
provided by her husband who informed and appraised her ability to teach and motivate
students in the Jamaican context. He advised her that the possibilities were endless if she
accepted a job offer in a country such as the United States. She was also motivated to
migrate by the opportunity to provide a better future for her three-year-old son. Part of
her plans for providing a better future for her son included placing him in a school that
has ample resources and expert teachers. Additionally, her duration of service at her

92

previous school and her desire to experience life in another country were among other
reasons for her leaving Jamaica. “I wanted a new environment I was at my old school for
a long time” she stated. “Also, I studied the US curriculum and I wanted to see how the
curriculum in another country is executed as opposed to my country.”
Pedagogical strength. Diana demonstrated her pedagogical strength through the
methods she chose to deliver in her lessons. It was evident that she had years of prior
experience working with students since the strategies she engaged in her classroom
demonstrated this. Each student in Marlene’s classroom received a warm greeting from
her every morning, they are aware that they were required to greet her. Therefore, even if
Marlene was busy speaking to someone else, a child would walk over to her and greet
her. Marlene involved all students through a “morning post-it system.” Every morning
she assigned a problem with a concept taught from the previous day, which she labeled as
“question of the day” The students answered the question on a post-it note or on an index
card and stuck the note on their assigned spot on a poster at the board. If she used an
index card it was placed in her bin on the floor in front of the board. The student’s name
was written at the bottom of the paper. While the students were reading the teacher
previewed their answers. She separated them into three categories. I later learned that the
designated categories were “understand”, “needs a little help” and “reteach.”
The students who fell into the reteach group were further analyzed so as to
identify their strengths and weaknesses. The teacher formed small groups for the day and
met with those students who were experiencing the greatest difficulty. After completing
the early morning segment of her class, she then moved to her lesson for the day.
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For two of the three observations I conducted in her classroom she began each
lesson with the rhythm of traditional Jamaican songs which she creates using the content
of the lesson to be taught. This generally drew the student’s attention who recognize that
and identified that she was singing a Jamaican song. Her lessons entailed modeling,
explicit instructions, reciting, recalling, questioning and students getting opportunities to
show what they understand before engaging in their independent practices. The students
who did not seem to grasp concepts were placed into a small group to work with the
teacher’s assistance. Those who still experienced difficulties were given one-on-one
attention and were constantly monitored throughout the independent practice session.
Diana explained this practice as follows:
As a teacher from Jamaica, we believe in making a difference. So, if we see that a
child is struggling we must do something. I believe based on my culture if you get
a child you are supposed to make a difference as a teacher. So, if the child doesn’t
know how to write his or her name before the child leaves your class he or she is
supposed to be able to read and write their name or know a letter that start their
name. I think that is something that comes from my culture.
Prominently placed at the front of Diana’s class was a bell named “Bella”,
whenever the students seemed to get too noisy Diana rang the bell. The reason for using
the bell, she explained, was to students focus on the activities they were engaged in.
Diana’s English Language Arts (ELA) block exhibited usage of strategies covered in the
literacy course and professional development sessions. She started out with “read aloud”
and working with words, the students were encouraged to use at least one new word in
their conversation as they turned and spoke to a friend. She later grouped them and had
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them working on different activities for their reading assignment. While they read her
group for the day (which was identified from a poster close to her desk) one group was
called to the guided reading table. She was ready with their books. They discussed the
pictures and compared their experiences with those seen in the pictures. They then read
the words she had introduced earlier. As they read through the story she paused at each
point to ask questions. All throughout this time, she found time to speak to students in
other groups. At the end of the guided reading session, she gave the students a task which
required them to complete a writing piece discussing the most important section of the
book. As they worked on their task she moved to other groups and spoke about their
engagements in the activities. She then brought the class back together. The students
were given a chance to speak about their activities. She later ended the lesson with the
students writing in their journal. Diana later shared with me that she was “really happy
that … students started developing an interest in reading. and their map scores have
improved.” She stated that her strength came from her prior experience in the Jamaican
classroom and her online master’s degree she pursued at a Florida University while in
Jamaica.
In terms of my education, I have studied at an American institution so some of the
jargon or phrases that they use are not new to me. Examples of words such as
standards and benchmark I have heard them before. My work experience in the
Jamaican classroom has helped me to understand how to manage my classroom.
Therefore, I will not have my students running around not having anything to do.
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Multiple experiences as strength. Diana’s Jamaican experience and studies have
helped her to hold on to some strong beliefs that are instrumental in her classroom
instructional practices.
A strong belief we have back home is the belief in respect. For example,
something that a non-immigrant teacher would let slide I would not. So, if a child
gets in the classroom in the morning and passes me at the door they must leave
my class and all the other students will look at you because they know that you
did not say good morning. You must say good morning you must use your magic
words. Depending on how you talk to me you should know how to answer
because it is out of respect so you have to do it.
The school ensures that the teachers are engaged in staff developments which
Diana explained are far more than what she was exposed to in her home country in each
year. She viewed these staff development as actual development of her knowledge and
expertise, once she was an active participant in them. Additionally, she was chosen as
one of the teachers to participate in a seven-week read to succeed course with the State
Department of Education. She mentioned that although it was hectic, it was very
beneficial. Reading concepts and skills that were shared with her before were made
clearer through the course.
Cultural awareness and cultural fluidity. Diana demonstrated awareness of the
cultural differences of her students and used this to facilitate her classroom teaching and
learning processes. She was often heard speaking Jamaican Creole (the mother tongue
language of most Jamaicans), singing Jamaican songs or even speaking in Spanish.
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I share my language and I have taught them several dances. I teach them our
dialect. Sometimes I will say something and they ask what that means. Sometimes
we will end up going on the internet to do research. Most of my students can say
up to four words from the Jamaican dialect.
While she shares her culture with the students, Diana is also learning to accept
and utilize aspects of their culture, therefore, she would take some words from the
students’ language and use them as she spoke.
I don’t know if I should say try to use their language because I consider myself an
avid speaker of English - but, their slang words, for example, they say fib and you
know back home we can tell a child that that was a lie. Here I have learned to say
you are fibbing or telling a story.
Classroom management challenges. Initially, Diana experienced classroom
management challenges. She stated that the students were disrespectful to her as a teacher
and to other members of staff, many were stubborn with discipline-related problems and
many were unmotivated to learn. These issues, she mentioned, were contrary to those in
her home country where the status of a teacher seemed to command greater respect from
students and parents.
The children are disrespectful. They speak to teachers’ whichever way is
comfortable for them. They fail to obey. For example, if a child is given a
command they look at you as if to say “who are you speaking to?” and that was
something very shocking to me. Back home, if a teacher talks to you show respect
even if you thought that teacher should not talk to you. Then other teachers can
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talk to you. But here it’s a thing here where if you talk to me “I will call my mom,
I will call my dad.”
Diana commented that the problem of disrespect was not only confined to the
classroom. She mentioned that students could be heard speaking to the admirative staff in
ways that were contrary to her expectations and made her wonder if higher behavioral
expectations should not be emphasized by the adults in her school setting.
Curriculum challenges. Issues with understanding particular components of the
curriculum was another challenge Diana described, even though she was convinced that it
got better as she went through the school year.
I did not understand how to manipulate the curriculum, for example, ELA back
home we knew exactly where to start. I think it is more organized back home. For
example, here you are asked to create a curriculum. You have something to work
with but you are told to fix it to work with. It is not all areas of the curriculum for
math it’s much better. Math is good. But the ELA - for the first nine weeks it’s
hard to follow but it gets a little better in the second nine weeks. After the
benchmark, you see the need of the students. There is nothing there to guide you.
Home school challenges. Diana discussed having issues with several parents
since the beginning of her tenure at the school. She stated that the parents generally
visited the school to clarify information given to them by their children. On most
occasions, messages from the teacher were erroneously conveyed by the children. She
stressed that it was important to make sure each parent leaves happy at the end of their
interaction. She was aware that there might be consequences if they were not satisfied
with her response to them. Her expectations from parents were for them to value and
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appreciate her work as she aspired to improve students’ academic performance. However,
she hinted that she would not be able to raise the performance if the parents did not help
in curbing students’ behavior.
Lack of Cultural Diversity. Diana expressed befuddlement at the stereotypical
notions of immigrant teachers held and articulated by some members of staff. The fact
that several immigrant teachers came to the district years before her, made their behavior
even more puzzling to her. She stated that occasionally she found herself defending her
right to be in the United States and more so her mode of transportation to get to the
United States.
People from here think that I am from nowhere or from a place that is lacking in
all facilities. This was hard for me to wrap my mind around. They sometimes
make comments that are condescending. I must constantly stand up for me and
my country; it is like they do not understand.
Credential and Praxis Examination. Diana did not have a need to evaluate
documents such as her transcript because she had studied at a university in Florida.
However, she did not like the fact that after her years of teaching experience in Jamaica
she had to redo some areas of training and certification she had previously completed on
her arrival in the United States. One such requirement was the South Carolina Assisting,
Developing and Evaluating Professional Teaching (ADEPT). This induction program
required her to attend seminars twice per month as well as completing assigned tasks.
She mentioned that she was also advised by other immigrant teachers that if she changed
her visa immigrant status from a J1 (exchange visitor status) to an H1B (temporary
worker) in South Carolina; she would have to redo ADEPT. This she said was taking a
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big chunk of her time relearning what she has learned before. To her, the program closely
resembled the professional development offered at Trident Elementary School.
Diana mentioned that she passed the Praxis test on her second attempt. In her first
attempt, she needed only one point to pass. When she explored the possibility of an
appeal she was advised by a test administrator that it would be easier for her to do a re-sit
the test than requesting a re-mark. She believed the test was biased towards American
teachers. She opined that the state requirement that they should pass the test in the first
year of their engagement was somewhat unreasonable since they needed more time to
experience the classroom culture and the culture of the United States.
I think it’s a biased test, especially bias towards Americans. If I had taken it later,
it would have been better. A later date would ensure that I have learned more
about the American culture, Example, things like IEP and special education which
we do not have back home are new to me. A little more time would ensure that I
understand these. I bought things for Praxis such as their books but that is not
enough. A year in the system would have helped. If I were given the opportunity
to talk to special education teachers I am sure I could have answered these
questions. The implication for not passing is also drastic as if you do not pass you
will have to leave the state. I mean that’s harsh after you have established yourself
in one state you should leave because of a test.
The information she shared here was also reiterated by the literacy coach at Trident
Elementary who is also from Jamaica.
Some of the things that are on the test such as IEP, are terms that we do not use in
Jamaica and other terms too that I really can’t remember right now. Those terms
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they use in the US and we do not use back home they could not relate to them so
when they saw those questions they could not complete them. These are just not
in our experience and even if they read it, it will be hard for them to do those
questions.
Personal Challenges. Diana shared personal challenges as those related to her
family and to the school staff.
One of my greatest challenges is moving away from friends and relatives. “I left
my dad and sister in Jamaica and I had also gotten close to my husband’s family
and sometimes you would just want to see them but you are here not able to just
jump into a car makes it very hard.”
Other personal issues included not having family members to offer support when needed
it. She related an incident that caused her to be absent from work.
About the third month of being here, my son got ill. If I were back home and my
son got sick I would be able to go to work and dad would be able to go to work
because there are always family to keep him. Here that’s not possible because if
he is sick the daycare doesn’t want him there. You have to figure out which parent
is going to stop from work to take care of the child.
Trident Elementary is located in a small rural community. Most of the houses
were either government houses and others were rarely available. Therefore, finding an
apartment to rent can has proven difficult. Diana also experienced difficulty finding
suitable housing.
Finding housing was very challenging I had to live in a hotel for two weeks.
While we were in Jamaica my liaison was here looking for a house, but she could
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not find anything near to my school. Most of the houses she showed me was
trailer houses. As a Jamaican, someone showing us a trailer house is very
disrespectful. We are not used to that. We had found somewhere which was not
very suitable, it had mold and the carpet was dirty. We had to stay in the hotel
until something came up.
Challenges as a pathway for growth. A challenge she thought that would aid in
her growth was the requirement that she created a curriculum to use in her classroom.
While Diana saw this as an opportunity for growth she also saw it as a challenge as she
had never done courses in curriculum development, neither had she ever worked with a
colleague to create one. She described the curriculum development process as very
disjointed and when she asked responses to her queries on the process were not very
helpful.
I did not understand how to create a curriculum. I think that if I was given the task
of creating a curriculum in my second year I would have done a better job. Since I
am just getting to the point of understanding the state documents and how it is set
up. I use what I know from back home and incorporate it with the information
here. I asked for help but no one seems to understand therefore I just try to figure
it out. Even though the task requires so much of me I think that in the end, I have
learned a lot. I can always say I have created a curriculum for use in my class if I
am ever asked.
Navigating the Terrain. Although Diana admitted her concerns and feelings of
anxiety about teaching at the Trident Elementary School she shared that she coped with
the challenges by being positive, resourceful and creative.
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With the students -like my class, there are rules that they know they have to abide
by. Sometimes some people outside of my class I tell them what I stand for and
those who will not listen I simply ignore them. I realized that some that I ignore
try to get back in my good space. Where the teachers are concerned I just do me.
She mentioned that new immigrant Jamaican teachers would have been better
able to navigate the terrain of teaching in the United States if the following are put in
place:
There needs to be several professional development sessions on lesson planning
and executing the curriculum. I would want to provide them examples of the
lesson plans. Someone to show them this is how it is written - “here is a sample of
it.” I would give information about the ethos of the school environment they are
coming into, a professional development on Balanced Literacy which would take
more than two days on how to manage all those pockets in balanced literacy. The
reasons I want all of this done? Because these are challenges I have faced and I do
not want anyone to have these same challenges.
Support. Diana stated that she had undergone teacher orientation at the district
office at the beginning of the school year. This she said was a positive experience as she
was provided with information and materials that could help her during instructions. This
orientation was conducted collectively for a group of new teachers entering the district
for the first time. The group had the opportunity to meet district staff, such as human
resource and payroll personnel. The feature of the meeting she complimented most was
the fact that she met colleagues whom she could rely on for support when issues arose
during the school year. She expressed appreciation for the support that she received from
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the district during the orientation phase. She was especially complimentary of the support
her principal provided:
The principal was very instrumental in making sure that I had everything I needed
to work with the children in the classroom. Emotionally too she was always there
to open her door and say if you need to come in and take a five-minute
[conversation].
While the district did not provide much support as it related to her personal needs
she was paired with a liaison officer through her recruitment agency. This liaison was in
the United States and provided her with much-needed information about the area that she
was about to relocate to.
Providing a liaison officer who could give me a synopsis of what it is like living
in SC which was very helpful. I remembered her mentioning that it was povertystricken area and have one grocery store which was called “Piggly Wiggly.” This
really made me laugh.
Professional change. Even though Diana had interacted with people from
different cultural and religious spheres such as her high school teachers and college
professors and peers, she stated that she had never been in a situation where she had to
take leadership in negotiating these differences. At Trident elementary she soon realized
that she had to learn how to refine her instructional practices to meet the diverse needs of
her students. In addition, she needed to learn how to navigate the diverse cultural
landscape of the United States as well.
I have to make it work. I realize that there are things that they view different from
me so I try at the same time to appreciate their culture and at the same time try to
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share mine. I have taught them not to question someone else’s culture, for
example, a child may come to me and say “what are you eating? That looks
gross.” You do not talk like that about someone else’s food and you do not talk
like that about someone’s culture. We have come to that understanding that there
are differences and it is our differences that make the world go around. Without
differences, this would be a boring world everybody would be seen through the
same lens. You appreciate what I have, I appreciate what you have.
The cultural values in the United States are different from Jamaica. In the United
States students are given the opportunity to speak to adult or question information given
to them, in the Jamaican context teachers still expect some degree of deference from their
students. Therefore, when Diana came to the United States and heard the tone in which
students spoke to adults with, she was appalled. She, however, revised some of her
expectations and her observations became teachable moments.
It was like a culture shock. I remember one day I was walking down the hall and a
child said to the principal “hey you” and she answered. I was like that’s how it is
done here that would never happen back home.” After seeing and hearing this, I
had to strike a balance between my culture and the culture here. Simple day to day
experiences are learning experiences for me, and I use them as an adjustment tool
to this new culture.
Personal change. Diana described changes related to family structure and being
the ‘breadwinner’. She mentioned that she had to leave her family in Jamaica and the
extra help she needed was not available anymore. She, therefore, had to find persons she
could trust and rely on to help her with her son. These persons she said are mainly
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teachers who work at the school. Even though she did not want to constantly ask for
favors, she had to create that level of friendship that would feel like family. Just as she
would talk to and request assistance from family members in Jamaica she believed that it
was necessary to create relationships of that nature with persons in the Trident
community.
The regulation that spouses were not allowed to apply for the necessary work
documents until six months after having his visa was also a challenge. Her husband had
to return to Jamaica and wait until the six months elapsed since her salary could not
adequately provide for her small family.
After helping me to get settled, he left the United States because my salary was
just not sufficient. Our company told us we would get a certain amount but it was
less, far less. The amount of tax was ridiculous. We hardly ever separate back
home, we spend all our time together. This was the time that I needed him most. I
needed him to help me with my child so that I can concentrate on school stuff
such as writing my lesson plans and staying longer in the afternoon working on
my classroom.
Milli-Ann. As a teacher of Jamaican origin, Milli-Ann was recruited to teach on a
J1 exchange visa. This engagement marked her first time working in a United States
classroom. However, she previously came to the United States on a J1student visa to
participate in a summer cultural exchange work program while in college. Milli-Ann
taught in Jamaica, for four years before migrating to the United States in August 2016 to
work at Trident Elementary School. In Jamaica, she was a first-grade teacher. She was
appointed as a pre-kindergarten teacher at Trident Elementary. Her reasons for coming to
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the United States included to experience cultural differences, financial opportunity and to
ensure her children (a son in his final year of high school and a three-year-old daughter)
accessed educational opportunities available in the United States. She later realized that
the educational opportunities she had anticipated for her son were shattered since he
entered the United States on a J2 visa and did not qualify for many of the scholarships
that many of the other high school students qualified for as American citizens. She shared
that in Jamaica, there were not enough avenues to explore some professions such as
engineering since there was very rigorous and competitive selection process that skewed
in favor of the top Science students on the island.
Milli-Ann also stated that she had to leave Jamaica because there is a “freeze” on
hiring new teachers and the Ministry of Education stated that they would not be
employing any new teachers. Like many other teachers, she left the island. Although she
was reluctant to leave her family in Jamaica, she eventually came to the United States
joined by her husband and children a month later.
Pedagogical Strength. Through classroom observations and interviews, it was
noted that Milli-Ann’s pedagogical strength resided in her ability to tailor the lesson to
suit all her students. Her students were guided into using their prior knowledge and new
experiences to create knowledge. While she facilitated this process, she also created and
structured the conditions for learning in her pre-kindergarten classroom. These strengths
that she possessed she states is based on the period she taught in Jamaica and feedback
she received both as a teacher in training and a cooperating teacher in her home country,
Jamaica
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People always tell me that I am a good teacher; they said that I do an exceptional
job especially with the younger kids. I use a lot of what I learn in college and
from my experience back home to work with the students here.
When asked if she had to make a lot of adjustments to teach in the United States MilliAnn replied
Not much that I need to change I do not think my culture is so much different
from the cultural practices in the United States. I make my students aware of this.
The colleges in Jamaica teaches us the same basic principles that we can utilize in
the US classroom and I apply these principles to teaching. I use different
instructional strategies to meet the needs of the children.
Milli-Ann spoke about the American education system, its pedagogy, and
assessment as being superior to the education system in her country.
Back in Jamaica, they are trying to copy some of what is done in the schools here
because we have the same testing some methods of promoting a child from one
grade to the next. Same rigorous testing and if they do not pass they are retained.
Multiple Experiences as a strength. The fact that Milli-Ann has teaching
experience both in her native country and the United States seemed to be her major
strength. Her ability to provide information about other countries to her pre-kindergarten
class and their parents seemed to work well for her interaction with the children and their
parents;
Most people I meet are interested to learn about Jamaica. Most people in this
community have never been outside of the community. So, telling them you are
from a different country and telling them about your culture enlighten them. One
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question a person asks me is how did we get here did we drive? I had to explain
where Jamaica is in contrasts with where the US is located and how the ocean
separates these countries. I show my students a map of the world and these
conversations generally act as a springboard for our morning meeting.
Coming from another country Milli-Ann uses her knowledge to create activities
that were both culturally relevant and culturally diverse activities both in her classroom
and school-wide.
As a part of our program (EPI), we must showcase at least two cultural activities
in our school or the community. When I introduce myself in the class and say I
am from Jamaica the students start asking questions about Jamaica so I end up
showing videos of Jamaica. One thing I did was the introduction of the Jamaican
flag. The students colored the flag and compared it to their own and since this is
pre-K it goes well with the curriculum I do not have to divert from the teaching.
We also use black history month to talk about black leaders in America and those
in Jamaica. They had the opportunity to share their black leaders with me so they
told me about people like Martin Luther King and Rosa Parks and I tell them
about Marcus Garvey.
In Jamaica, Milli-Ann learned the skill of working with limited resources to create
lessons that were effective. She opined that in the United States the resources are “not
great” but are more than what she had in Jamaica. Therefore, she stated that her practices
are more effective in the United States.
The students here have access to more resources than the kids back home. For
example, the students here can go to the lab and use a computer back home there
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might be a lab but not where every single child can work on their own computer. I
learn in Jamaica how to use limited materials to get the best from all students.
You just have to be innovative.
Classroom management challenges. While Milli-Ann’s students were only at the
Pre-K level, she said their behaviors left much to be desired. She insisted that these
behaviors that teachers in the upper grade are experiencing starts at the pre-k level.
The behavioral problems you will see in upper grades starts early. The attitude of
the kids and how they talk and behave can be extreme at times. They do not take
education seriously. Even though somethings were a little better than I
anticipated, it is still bad since this is only Pre-K we should not be experiencing
these behaviors. There are issues that at Pre-K that we should not have. These are
little kids and little kids should behave like little kids.
Home school challenges. Milli-Ann expressed concern about the parents of the
students who never showed up for parent teachers conferences or even visited the
classroom to ensure that daily activities are being carried out in an effective and efficient
way. She believed the parents who showed up treated her differently than those parents in
the Jamaican schools did. She stated that parents in the Jamaican schools showed more
interest in their children. For example, if their child is experiencing academic challenges
they ask for tips for helping the child at home; Milli-Ann is very passionate about parent
involvement because she experienced greater input and cooperation from the parents of
students in her previous school. She relates her current experience with parents as
follows:
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Parents are absent. We do not see the parents we call meetings they do not come.
The parents are not actively involved. If they do come they make statements that
make you wonder about how they arrive at those conclusions. For example, if you
give a child a simple task they will say this is too much for my child to do. If the
child has done or said something wrong they will ask ‘where were you when it
happen? Did you hear my child? They will even come to conclusion such as you
are picking on my child.
Personal Challenges. Milli-Ann came to the United States accompanied by her
family. She described many personal challenges. Worries about the financial sustenance
of her family and the lack of information in the school district and acquiring the required
teaching credentials caused her great anxiety. She still had financial obligations in
Jamaica (such as a mortgage) and makes her car payment, rent and all other expenses in
the United States which she finds somewhat stressful.
The bills here are very expensive in comparison to Jamaica what we pay here in
terms of bills is expensive for example for rent I pay 600 dollars per month. In
Jamaica, a $600 apartment would be a little more upscale and in a nicer
neighborhood.
Another problem that Milli-Ann has is the age that younger students are admitted
into school. While there seemed to be a simple solution to this issue by putting her child
into daycare, Milli-Ann explains that this was a new financial burden that she did not
budget for.
The problem was to get my daughter into school because she was born after
September. It cost me because I had to put her into daycare. So, it impacts me
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financially. In Jamaica she attended pre-school where she was learning. In
daycare here, she is not learning.
Challenges as a pathway for growth. Milli-Ann opined that as a teacher she had
grown and evolved even though her to-do list never seemed to end. She believed she
always had something new to learn or to share and to create some form of strategy or
resource. While this may be a challenge for her she noted that it is beneficial to her as she
is constantly fitting things together until she finds the right combination that works for
her in her classroom. “Each day in the United States brings new challenges, but my
multiple experiences allow me to adapt quickly and make changes that create effective
classroom environment ensuring that things continue to operate efficiently.”
Milli-Ann states that at both the district and school level she received professional
development opportunities covering various topics. Sometimes these professional
development sessions may last a day, making her exhausted. She even committed a
portion of her summer to attend the districtwide summer institute, which she thought
further enhanced her overall growth and improvement in practice. These professional
development activities helped to fill gaps in her teaching and provided her with the
opportunity to improve in these areas.
Moving from a country where observation and evaluation of a teacher were done
but was not as frequent as in the United States posed a challenge for Milli-Ann. Even
though she did not mind having someone in her classroom watching her teach, she
thought the frequency of these observational visits sometimes caused her to feel
uncomfortable especially at the beginning, even though later she became more
acclimatized to this reality:
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Observation and evaluation are ever going. I receive visits from the principal,
literacy coach, district personnel and persons from the state department. At first, I
was not sure of what to expect. It was too much. Back home an observation from
the principal would be once per month. Prior to her coming into your classroom,
you would know that she was coming. Even though I originally saw this as
something to fear I am now okay with it. I see it as a chance to grow - to
understand what you are lacking and to improve in those areas.
Milli-Ann was not previously aware of the day to day challenges immigrants faced once
they left their country of origin and moved to the United States. While most of her
challenges were personal, she articulated some professional challenges.
Navigating the Terrain. Milli-Ann as an immigrant teacher was not only learning
to teach in a new country but also learning to navigate the policies of the school and how
to ensure that she follows all the policies and procedures as set out by the district.
In Jamaica, we can discipline the children more than what we can do here. Some
methods we use back home we cannot use them here. But what we do here is
basically modify some of our disciplinary measures and they basically have the
same effects. For example, in Jamaica, you may put a child outside for timeout
which generally works. Here, sometimes even just taking away a privilege is a
harsh punishment.
To ensure that the students remained on task Milli-Ann kept a rule and
consequence chart at the front of her classroom. She referred to these charts whenever the
students showed any form of unacceptable behavior. When asked about behavior
management she states;
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Here you need proper classroom management I use rules and consequences or I
have them removed from the classroom. I remind them daily how to follow the
rules. So, a lot of my time that should be spend with instructions I ended up using
it correcting behavior.
Milli-Ann states that she does not constantly focus on her challenges but identifies
innovative methods to overcome these challenges;
I do not dwell on my challenges. I think of ways in which I can work to make
them [challenges] better. For example, I tried to get my daughter into early head
start so that it can alleviate some of the financial burdens I am going through.
Support. While Milli-Ann received some financial support from the program and
the school level stated that more could be done:
In the program, they assign us a liaison officer who helped us to get settled in that
first week. She provided us with options as it relates to transportation. They took
us to a car mart to get an expensive car so that when we get to the school district
we had transportation. At the district level, they provided us with a loan which
will offset some of the cost. The loan at the program level was sent directly to our
car for payments and insurance and for telephone because they gave us a phone.
At the district level we got cash that helped us to offset our bills. This we pay
back through a monthly deduction.
Milli-Ann thinks that more should be done for her since the kindergarten program in her
country of origin was markedly different from the program in the United States
For us professional development regarding teaching pre-k showing me
meaningful interaction with four-year-old. With pre-k, it’s a little different I have
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taught bigger kids so I need examples of how we will teach them to prepare them
for kindergarten. Instead, we are told to do something some demonstrations of the
requirement is needed.
Milli-Ann spoke highly of her principal providing support whether it be personal
or professional. Milli-Ann thinks that the fact that the principal has been exposed to
different cultures, through the immigrant from different countries teachers who taught in
her school has caused her to have a more positive attitude towards immigrant teachers.
When Milli-Ann was asked what she would do if she was given the opportunity to
help first-year immigrant teachers she stated the following;
I know what it is like leaving your country and coming here. I know how hard it is
financially especially in that first year. I would offer sessions that help people
especially those with family more inexpensive ways of surviving because I went
through the process and did not have anyone to help me. So, if you get this
information you know I do not need to go high end and get an expensive car. Just
showing them how to cope.
Professional change. In Jamaica, most Pre-Kindergarten students come to school
already able to read their name, knowing letters, letter sounds, color, and numbers. MilliAnn mentioned that she found the opposite in her new teaching position:
What we teach as the foundation for the kids for example pre-k is that these kids
only recite the ABC they are not taught in-depth because they say at pre-k we are
just preparing them for kindergarten so most of the day is for play and they even
have nap time. In Jamaica, we do not have that as soon as we get them into the
school we start teaching. As early as they are three years old. Here it’s more
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babysitting because we are preparing them for kindergarten. So many of them
leaving pre-k can’t write or do not know their names because it is not required.
But in Jamaica, we have to teach them certain skills at this stage before they can
move on.
She decided that it was necessary to change the way that she taught in Jamaica by
providing a less structured teaching environment that would fulfill the state department
requirement of Pre-K students. She is however adamant that there are skills that she still
thinks they should learn and of such she will provide the learning environment that will
enable these students as they got older.
As a teacher in Jamaica, there are aspects of teaching that Milli-Ann has learned
through college and professional development. In the United States, on the other hand,
she has realized that a lot of her learning is from her doing her own research.
I have to do research on their education system. I must find out what it is that I
need to do and the different steps I need to take in some of these processes. In the
US learning is continuous, you never stop learning. I had to do “read to succeed”
courses. This course taught me different methods to teach not only reading but
content subjects also. I learned a lot about different ways to present the text that
will make it more interesting.
Arlene. Arlene came to the United States alone but was later joined by her
mother who has permanent US resident status (green card). She taught in in a rural school
in Jamaica for three years before coming to the United States. While Arlene had not
started her own family, she stated that she missed the friends she has in Jamaica and
eagerly anticipated school holidays so that she would be able to return and visit them. She
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learned about the J1 visa program through a mutual friend who told her to explore the
possibilities of going to the United States as many teachers across Jamaica were opting
out of teaching in that country due to low wages and lack of adequate resources for
student’s success. She described the visa process for her was very stressful and timeconsuming as it required many different steps such as an interview with the recruitment
agency (EPI) and the school district, filling out various forms and emailing materials
required for the process such as police record and personal bank financial statements.
While the program was advertised as totally free, there were some costs associated with
getting required documentation. For example, Arlene stated that she had to pay for her
police record (a document that verified that she has no criminal convictions in Jamaica)
twice as the first document expired before she received a US visa interview appointment.
Arlene was assigned to teach third grade and indicated that she spent much of her
extra time including some weekends in the classroom to ensure that everything necessary
to make an impact on students learning was put in place. Arlene stated:
My past experiences prepared me as they are some things that are similar
wherever you are, like the way you communicate with students. Basic things such
as homework and some teaching strategies are basically the same.
Arlene saw herself working in this field for many years and she expressed her love and
enthusiasm for teaching in staff development sessions and during be formally or informal
teaching observations.
Pedagogical Strength. Arlene could be described one of those teachers who was
extremely reserved and I found that she did not express herself openly unless she felt
comfortable. I did several reviews of her lesson plans and spoke to her a lot before
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observing her classroom interactions as I wanted her to feel comfortable with the idea of
me coming to observe her teaching.
Arlene’s classroom had different areas such as Reading, Science, Social Studies,
and Math. The students in her class seemed to be aware of the classroom rules but
occasionally broke them. Arlene generally expressed her dissatisfaction by calling their
names and reinforcing the rules. Her books in her reading corners were separated
according to the different genres. I noticed that her children’s literature covered a range
of cultures and ideas. When I asked her about this, she explained that in her previous job
in her home country it was stressed that books that are provided for students should
depict the diversity of the population. After coming to the United States, she still used
this idea as she knew that it was a very effective thing to do as students seemed to show
more interest in the books when they could see different groups of people represented in
them.
Most posters in her classroom were teacher made with the help of the students.
She stated that in her home country creating posters with the class was the norm as
resources are limited and teachers must use whatever they can put together to help
students learn. Coming to the United States she has brought that idea with her and to her
surprise, this was being embraced in the United States and referred to as “anchor charts.”
She stated that in Jamaica those charts helped her students remember concepts that were
taught months or days before as students go back to the charts to remind themselves of
these concepts.
Arlene used different approaches to learning, through visual materials,
demonstrations and hands-on activities. Student feedback through exit tickets was also
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used on numerous occasions. These exit tickets she used to have students summarize their
learning, after reading through them she stated they helped to surface students’
misconceptions and confusion. This seemed to help her to identify concepts and ideas she
may need to re-teach or which students she needs to meet with small groups. Arlene says
she is dependent on her exit tickets as they stand to ensure her that learning is occurring
each day.
Arlene promoted acceptable behaviors through classroom discussion like making
students aware that, “everyone’s ideas are important,” and “all ideas must be treated
respectfully.” Throughout her lesson, she constantly reinforced these norms. When asked
about the reason for constantly reinforcing this, she stated that at the beginning of the
school year most students would giggle if another student had a wrong answer or made
comments that would cause the other student to feel offended which generally escalated
into a confrontation.
While she deviated from the written lesson plan during her teaching she allowed
her students’ questions to drive her lesson. She seemed to know who the students who
were having difficulty with the content and often provided one-on-one support.
At the front of Arlene’s class was a data-tracking board where she tracked
students’ information for different classwork and benchmark tests. When asked about her
numbering system on the chart she explained that this was a method used to ensure
anonymity. Each student had a folder with all the information regarding their own data. It
has all the information showing their growth over the period since beginning the class.
Arlene became interested in tracking students’ progress when she participated in a
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professional development on data-driven instruction and thought that this could positively
impact her students.
In an analysis of Arlene’s lesson plans I realized that the lessons written at the
beginning of the school year were missing some key elements such as the idea of
“gradual release”, objectives in line with standard and assessment activities that are
aligned to the standard, this was also explained by the literacy coach who stated,
Toward the latter part of the school year, I started seeing that shift in their
planning. It [lesson plan] had aspects of working with words, differentiated and
doing the guided reading and vocabulary and fluency is evident. There was less
focus on grammar and more focus on the components of reading. They were now
using read aloud, shared reading and not so much silent reading but more
independent reading.
Arlene was very proud of her students’ growth as the data show that they all
gained on the school-wide map testing and the benchmark testing. This she said has put a
smile on her face to know that her hard work had paid off.
Multiple Experiences as strength. Arlene firmly believed in the contribution of
Jamaican immigrant teachers to U.S. education for their unique cultural backgrounds. She
expressed gratitude for being in the United States and being different because being
different meant that she could always bring something unique to the classroom.
I think what I knew before I came here as a teacher was very important with how
I teach. I mean it’s your first year you will not start adapting everything that is
thrown your way. So, my experiences I had before coming here really helped me
to move my students. Sometimes I have to look to my culture to come up with
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strategies to correct behavior. Many of my instructional practices are linked to my
culture like I will tell stories or sing songs to make information clear to students.
As a Jamaican immigrant, Arlene shared the culture of her country with the class.
She also shared the culture of other countries, since she stated that as a student she had
learned about cultures from other countries.
I share my culture by showing videos and talk to them [my students] about the
differences between here and Jamaica and you know they ask a lot of questions.
Sometimes in the morning before class starts, we talk about different things in my
culture.
Classroom management challenges. Like the other immigrant teachers in the
study Arlene saw classroom control as one of her major challenges;
Initially, I had problems with classroom control because I had this student who
would disrupt the class she will start and then the others will just start disrupting
as well and it doesn’t matter what I did it was very hard to control the class. After
this child was removed from the class it got a lot better.
She stated that there were some differences that between these students when compared
with students in her home country:
The students here are different from what I am accustomed to, kids back home
will not stand and saying I am not doing that. They (Jamaican children) are
different towards the teacher they show respect. Here they are more in your face.
It is very hard to deal with students who speak to you in this way especially when
it is something you are not used to. It is hard for teachers to accept this behavior
whether you are from the United States or elsewhere. The students behave
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differently. Students back home follow rules and guidelines more than here. Our
rules back home are harsher than here. For example, there are certain ways
students can wear their hair, they must wear a uniform every day and only certain
color shoes. Here they are free and they have simple rules but they do not want to
follow them. I do not think they would be able to survive in certain countries
because they can’t follow some simple rules. Here the students they are different.
I do not think you can really prepare for an experience unless you know about it
before then be on the lookout for those things as they come.
Curriculum challenges. Lesson plans writing was highlighted by Arlene as an
issue since the format was different from the way it was done in Jamaica. She believed
that a lesson plan that would take thirty minutes to write in Jamaica would take
approximately two hours in her new context.
I also I had challenges writing lesson plans because the structure is different from
where I am from. Challenges with how to deconstruct the standard and let them fit
with the needs of my students have also been an issue.
This was extended by the literacy coach who stated that;
Originally, they [immigrant teachers] were having problems with planning using
the idea of Balanced Literacy. Therefore, you would see more grammar skills like
the nouns, adjectives, pronouns. So, they are not realizing that you should teach
aspects of comprehension.
Arlene’s own recollection at the beginning of her first year was that she felt highly
anxious. She experienced challenges to utilize time management strategies that were
taught to her in the initial meeting geared towards new teachers. She later realized that
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she needed to relearn and reorient herself to restore the confidence she had in teaching
from her home country. Arlene enrolled for several webinars especially those dealing
with classroom challenges for the novice teacher. Even though she was a veteran teacher
in her home country she viewed herself as a novice in the United States and has opted to
do anything to improve her skills as a teacher.
Credential and Praxis Examination. Arlene did not mind the process of her
documents going through the credential process as most of it was done through her agent
and the only role she played was submitting these documents. However, it was not that
easy to pass the Praxis exam. She sat this examination twice and her scores were nowhere
close to her passing the test. She attributed her lack of success to her slow typing in an
environment where responses are timed.
I do not have anything positive to say about this test. I do not like the test I think it
is set up in a way to make you fail. My opinion you pay and you go and then you
find out it’s a computer-based timed test. You have to read some lengthy passages
with time being a factor you are bound to fail. Some of the concepts are too
Americanized.
She explained the school district’s change of policy in the Praxis where they will
pay for the immigrant teachers to take the exam which would offset the cost for these
teachers. However, they would pay for one sitting. This was implemented when these
four immigrant teachers in the district sat the examination and did not pass and the
district paid for them the second time. Arlene made the following recommendations for
the district and ultimately the state of South Carolina:
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They should arrange something for us where we can sit and understand a concept.
For example, at a college or university. The student teachers in the United States
get this opportunity to go to classes and take courses, therefore improving their
chances of passing the test.
Personal challenges. Arlene’s personal problems compounded her professional
challenges. Many times, she described herself reflecting on her problems at a time when
she should have been engaged during instructional workshops.
Most of my challenges were at the beginning of the school year. For example,
finding somewhere to live. Even driving on these huge highways which are not
that prominent coming from Jamaica. It was hard to find a place to live. I think
when all the first set of professional development meetings I hardly heard
anything as my mind was occupied elsewhere. However, after getting a place [to
live] and I felt better.
Arlene sometimes expressed nostalgic sentiments towards her home country and
expressed sporadic feelings of isolation and loneliness.
I had to leave friends and family back home. and I have realized it is a lot harder
to make friends in the United States. Even though I have family who can visit it is
not the same. You tend to feel lonely. Especially when you are used to having
people who you are used to and you do not have them around you anymore you
tend to get lonely.
Challenges as a pathway for growth. While Arlene viewed the myriad of
professional development activities and meetings as more work. She shared that she
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really enjoyed building on her professional knowledge as a teacher through her
participation in these meetings and hence focuses on the positives.
In the US there are so many meeting you must attend IEP meetings, Professional
development, grade level meeting, district level meeting. Also, whatever you do
you have to document it to show that you are really doing it. In my home country
if you engage in a task, talking about it and explaining is enough. You do not need
to show documentation. For any given school year teachers will have three to five
meetings and that’s it unless an emergency meeting is called and this hardly ever
happens.
Arlene contextualized the struggle that she experienced with the curriculum as a
means of growth, as she became knowledgeable in both curriculum of Jamaica and the
curriculum of South Carolina. When teaching she drew from both curriculums. For
example, she states:
The curriculum that I am used to teaching back home uses more of an integrated
approach. Here subjects are stand alone. [Here] you integrate by using your
initiative.” This makes my lessons a little more dynamic as I get good information
by merging the two.
Navigation strategies. Arlene evolved her own strategies by drawing from her
international experience and fusing them with experiences she gained in South Carolina.
“I have to come up with strategies to help me to deal with classroom and school issues.
These are strategies I sometimes create on the spot and some I took from my home
country.”
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As Arlene attempted to help children follow rules and guide them she came under
much scrutiny from their parents, however, she did not make this de-motivate her she
explained;
I make my students and parents aware or know what I stand for. At the same time,
I listen and make sure I understand what they are trying to say. I sometimes ask
my students to repeat something that they say as you know that have words that
are different in our culture and means something else.
As a new teacher, Arlene was expected to take full control of her class on the very
first day, because of this she sometimes felt overwhelmed. However, to take control of
this feeling of anxiety and feeling stressed Arlene explained
I talk to people as this helps to relieve my stress. I ask for help if I need it. The
people here are very helpful, they will not just see you doing something and not
provide a helping hand. I also had a mentor who guided me. When I was not sure
of what to do like lesson planning she was there to help me.
Support. In terms of support, Arlene stated that there was no formal support
system. While there were people who would help her, there was no one who would help
her to find housing or help her do things that will impact her personally. She had an
orientation with her agent (EPI) but it was less of a support and more of reprimand before
the fact.
Different people helped by telling me where I could look for an apartment but
nothing formal. Just people helping. At the district level, we had induction I
would not say it prepared me for life in the United States. I just had information
given to me that I can use in the classroom. Additionally, upon arriving in the

126

United States I had an orientation with EPI which was my very first orientation.
This prepared me for the life in the US. We did this orientation for three to five
days. They told us about the things they were offering such as health insurance as
well as what to expect and what we are not supposed to do and what we can do.
It’s more like the laying down of rules. They informed us of things that could
jeopardize our visa such as looking for another job outside of teaching.
When Arlene was asked about providing support for the first-year immigrant teachers she
stated that,
First, I would conduct a kind of survey to find out what the immigrant teachers
need then I would use that as a springboard. For example, a good professional
development I think we should have received was the school district guiding us
through a process of writing lesson plans, going through the various steps. They
should also give us ideas about some challenges we may face as an immigrant
teacher. I mean, at the school there are immigrant teachers who came before us
they could use them to update us on some of what we can expect in the classroom.
Instead, we are brought together as one group; immigrant teachers and American
teachers. Some are first-year, some experienced and they give us the same
professional development. I mean even though I have several years of experience
in my home country it cannot be compared to an American teacher who attended
school in the US and has taught in the US even as a teacher in training. All our
needs are different.
Professional change. While Arlene effectively connected and adapted skills from
her previous teaching role in Jamaica to her new positions in this school there are some
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areas that she had to make great changes. For example, Arlene was confronted by a more
diverse group of students than she was exposed to in her Jamaican context. Her lesson
and all classroom activities had to be planned with these students in mind. Additionally,
her lessons should be modified to allow for empathy and accommodation of those
students’ needs.
When I was in Jamaica I was required to differentiate to meet the needs of my
students. Here differentiation takes on a whole new meaning, I must plan for the
ELL student, the student with cultural differences, those with IEP, those with
emotional issues and those who have other special accommodations. Sometimes I
am not sure where to start so I do mini research to see what is going on in these
areas. Back home I did not have to worry about all of the differences I may look
at those who are struggling and plan a lesson for high low and medium groups
and that’s it.
Arlene also found herself working as a team player exchanging strategies with teachers in
her team at different grade levels. This approach was different from what she was
accustomed to doing in her home country
We did a lot of grade level meetings at these meetings I would express my
concern about the student’s behavior another student at my grade level spoke to
me about some things I needed to do to help them improve their behavior. By the
end of the school year, my students’ behavior problems were about seventy
percent less and that is a lot. I also provided her with strategies on how to teach
long division. At one point I had her class come to me so I could teach them.
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Arlene’s exchanging of ideas was evident in this American teacher’s class who had
displays of Jamaican colors and a map of Jamaica.
Personal change. Arlene had to make many personal changes which sometimes
affected her school life. Especially during the early period of her migrating to the United
States. She was struggling with her day to day life in this new country she described her
feelings as sad and miserable. She was at such a distance from her family and missed
being with them during that period.
At first, Arlene did not have any friends in the United States to support her
emotionally. Hence, she had to make friends with her co-workers. At first, these
friendships were limited only to her workplace but later it was extended beyond this
boundary.
She started spending special holidays and day off away from home. Teachers at the
school started acting more as family.
At first, I felt sad and miserable. As the time went on and I got friendlier with the
teachers especially an [American] teacher on my grade level. We got very
friendly we spend a lot of our free time together with her and her family. I would
say she kind of took me under her wings. If you knew me before you would know
that I am a loner I spend most of my time by myself. This was a welcome
change.
Cultural awareness and cultural fluidity. Arlene summarized her exposure to
different cultures before coming to the United States as follows;
Apart from having teachers from different cultural groups who taught me in high
school who were from different countries. I did not really have a lot of
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experiences with differences before coming here and I did not even look at it as
an experience that I needed to savor. We also did not see these teachers as
different except that they had like an Indian or Chinese accent and that’s about it.
When Arlene came to the United States there were some things that were surprising to
her, after she completed her first year she started understanding features that were
embedded in the students’ culture which she used for teachable moments
I deal with the difference by asking questions. For example, if a child should say
or do something that may be shocking to me I may ask if that is normal behavior.
I have seen boys come to school wearing two earrings. At first, I had to control
myself so I do not make a comment. By the end of the school year, it was normal
for me and they were used as big parts of my lessons.
Summary of Findings
The findings were presented using each participant and their narratives along with
observation information. While all the participants’ responses fell under each broad
theme, differences existed within the subthemes. In summarizing my findings, I will
provide a comparison of the immigrant teachers profile along with the summary of
findings for each research questions. Table 4.1 provides a snapshot summary of findings.
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Table 4.1. Summary of Research findings for the four immigrant Jamaican elementary
teachers.
Research Questions
What are the
manifestations and
self-narrative of
qualities and strengths
that Jamaican
immigrant elementary
school teachers bring
with them?

How do Jamaican
immigrant elementary
school teachers
describe the
challenges and
navigational strategies
they use in their
school?

Themes

Strengths

Challenges

Sub-themes

Manifestations

Pedagogical
Strength

Teaching practice

Multiple
Experience as a
strength

Merging ideas

Cultural
Awareness and
Fluidity

Ability to use students
background

Classroom
Management

Disruptive students

Home School
Challenges

Disconnect between
parents and school

Curriculum
Challenges

Inability to understand
lesson plans, etc.

Lack of diverse
Discriminatory and
knowledge by
stereotypical comments
Native teachers and
staff members
Credential and
Praxis

Only one of the four
teachers has passed the
Praxis after the second
sitting for all
participants.

Challenges as a
pathway to growth

Immigrant teachers using
their challenges to their
advantage

Personal
Challenges

Financial, family,
transportation
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Research Questions

What personal or
professional changes
do these Jamaican
immigrant elementary
school teachers
encounter during their
time in southeastern
South Carolina?

Themes

Sub-themes

Manifestations

Navigating
the Terrain

Strategies

Reflecting

Support

Mentoring, professional
Development

Professional
Changes

Teaching strategies

Changes

Networking
Researching
Collaboration

Personal Changes

Changes in the Family
structure

Comparison of Immigrant teachers’ profile
While the participants in the research were all immigrants, they proffered
different reasons for migrating to the United States and how they navigated the teaching
terrain in the United States. The teachers’ years of service before coming to the United
States ranged from four to thirteen years. However, it was unclear whether their years of
experience influenced the way they negotiated the task of teaching in a new country.
Immigrant Jamaican teachers’ qualities and strengths
“what are the manifestations and self-narrative of qualities and strengths that Jamaican
immigrant elementary school teachers bring with them?”
Strengths. The immigrant Jamaican teachers’ strengths helped them to survive
the challenges and in some cases, excel in their roles as teachers the United States.
Throughout the interviews and classroom observations, it was evident that many of the
immigrant teachers had similar experiences and responses as they encountered teaching
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practices that were unlike their own. The teachers had classroom routines that helped
them to seamlessly move from one activity to another.
In general, the teachers agreed that having a different cultural background from
the students and teachers strengthened their practice as classroom teachers and as
collaborators. This development was deemed a positive attribute since these immigrant
teachers seemed to possess a broader range of experiences, creating manifestations of
empathy and cultural awareness. Moreover, some of these immigrant teachers searched
for additional opportunities to expand their knowledge in classroom practice.
The immigrant teachers spoke of and demonstrated the importance of flexibility
and adaptability while teaching in their new environment. They attributed the success of
their teaching to their openness to different teaching styles, new techniques they acquired
in the United States and using skills they gained previously as teachers in their home
country. It is because of these attributes they could help students make significant gains
on their benchmark and MAP test.
Immigrant Jamaican teachers’ challenges and navigational strategies
“How do Jamaican immigrant elementary school teachers describe the challenges
and navigational strategies they use in their school?”
Challenges. Classroom management was a recurring challenge identified among

these Jamaican immigrant teachers. These Jamaican immigrant teachers attributed this to
a lack of respect that students showed toward teachers and administrators, this they
described as being embedded in the culture of these students. They also described
challenges with parents who are of a different culture and on most occasions, have
opposing notions on how classroom behavioral issues should be handled.
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The participants held common assumptions on the attitude and role of parents in
the education of their children. Based on participants’ previous interaction with parents in
their home country, they assumed that parents would be supportive and willing to
communicate with them. However, the participants were disappointed by the challenges
they faced in promoting meaningful interactions with parents. while they believed their
American counterparts had similar challenges they believed that their challenges with the
parents were more pronounced.
Another challenge that some of these immigrant teachers faced can be
characterized as prejudice and discrimination from both students and staff members.
Participants’ first impressions of the severity of this prejudice were tempered by the
passage of time and relationships the forged with more compassionate Americans.
However, participants observed that in no case when an American staff member openly
displayed discriminatory behaviors to their migrant counterparts, were they reprimanded
by their supervisors. Even though these could have been used as teachable moments on
diversity and inclusion, these were not seized by the school leaders. The Jamaican
immigrant teachers, however, described how they devised methods to share their cultural
and other differences by introducing lessons using songs and dance from home and other
countries, using diverse pictures for posters and PowerPoint presentations and using
anecdotes about different gender and racial issues that would aid in understanding,
appreciation and tolerance.
Taking and passing the Praxis exam was also a challenge since all four immigrant
teachers. After taking the Praxis, they had to retake it a second time, with only one
passing to date. They perceived that the questions on the test were culturally biased.
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Therefore, a teacher who was trained and previously taught outside of the United States
would not understand the jargon used in this test and would likely end up failing.
Participants also shared several personal challenges ranging from the lack of
support as they grappled with in a new country and a new culture. This was compounded
by unexpected financial issues. Of the four teachers interviewed, two stated that they
were having financial issues because of the cost of living in America and their inability to
pay for childcare and at the same time take care of financial obligations they still had in
their home country.
The immigrant teachers in the study construed challenges as important catalysts
for their professional growth. These challenges included curriculum issues, timeconsuming reading courses, meetings and the numerous other professional development
activities. They explained that these issues have helped them improve their teaching
practices and give them a broader worldview especially as it related to identifying
differences and catering to the student’s needs. It must be noted that professional
development was taken seriously by all the Jamaican immigrant teachers in the study, all
of whom actively used opportunities to learn and develop their practice.
Navigating the Terrain. Like all teachers, immigrant Jamaican teachers dealt
with their personal issues while they simultaneously negotiated their professional roles
and responsibilities in an unfamiliar cultural context. The participants described means of
overcoming the challenges including forming alliances with their fellow teachers as
personal and professional support networks. Since they were away from their families
these teachers helped them negotiate the day to day challenges they faced.
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The immigrant teachers stated that American teachers formed a family bond with
them and help them to deal with the everyday challenges of being a migrant teacher. All
the immigrant teachers in the interviews stated that the principal played an important
supportive role in their lives on both personal and professional matters.
Immigrant Jamaican teachers’ personal or professional changes. “What
personal or professional changes do these Jamaican immigrant elementary school
teachers encounter during their time in southeastern South Carolina?” While the
immigrant teachers were aware that the students in the classroom experienced changes
since they are taught by teachers from a different country, they are also aware that they
themselves underwent changes.
Upon migrating to the United States, these immigrant Jamaican teachers left
behind in their home country well-established social support networks such as family,
friends and neighborhood institutions (e.g., church and community centers). To help them
to navigate this new cultural landscape and social norms they forged friendships with
native teachers. They developed new “family” bonds which helped them to navigate both
professional and personal challenges.
It is evident that immigrant teachers adjusted the way they taught and interacted
with students since they were interacting different population from that of their home
country. The situation is that in the United States the students’ population is more
diverse. This required more from these teachers since these immigrant teachers were
mandated to plan with this diversity in mind to meet the needs of all students.
The immigrant Jamaican teachers worked more as a group and less as individual
actors. They engaged in team planning and informal mentoring of each other which gave
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them greater opportunities to contribute their strengths and expertise. In addition, it also
helped them to expand their knowledge as they learned from others within their team.
Conclusion
Chapter four presented the findings based on data collected from the four Jamaican
immigrant elementary school teachers. The purpose of the case study, research
questions, description of the population, data collection and analysis were all restated in
this chapter. The findings were presented as themes for the four different participants.
The major findings were then summarized. In the next chapter, I discuss the findings of
this study, the implications and make suggestions for future research.
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CHAPTER 5
Summary and Discussion
Introduction
This chapter concludes the qualitative case study of four immigrant Jamaican
teachers working in a rural southeastern South Carolina Elementary School. The chapter
begins with an overview of the study purpose, research questions, methodology and a
discussion of the theory that underpins the study. The discussion entails an analysis of the
major findings. Implications and recommendations for future studies as well as
concluding observations are also documented.
Purpose of the Study and Research Questions
The purpose of this study was to examine the curriculum perspectives and
experiences of Jamaican immigrant elementary school teachers and how they responded
to a new teaching environment in southeastern South Carolina. By examining the
experiences of these four Jamaican immigrant teachers, Marlene, Diana, Milli-Ann and
Arlene, I attempted to gather and process responses to the following research questions:
What are Jamaican immigrant elementary school teachers’ experiences as they navigate
the curriculum landscape in the United States of America? My sub-questions were:
How do Jamaican immigrant elementary school teachers describe the challenges as they
navigate the curriculum landscape of the United States? What are the manifestations and
self-narrative of qualities and strengths that Jamaican immigrant elementary school
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teachers bring with them? What personal or professional changes do these immigrant
teachers encounter during their time in the United States?
The four case studies of Marlene, Diana, Milli-Ann and Arlene discussed in the previous
chapter demonstrated the uniqueness of each participant’s experiences at Trident
Elementary School and at the same time identifies some similarities.
Methodology Summary
A qualitative case study approach was used for this study with observation,
interview, and analysis of artifacts as data collecting methods. As mentioned in Chapter
3, interview questions were designed and tested prior to the interviews. Qualitative
Content analysis (Mayring, 2000) was used to analyze the data collected. Data gathered
were analyzed concurrently these were coded and themes and patterns emerged which
were combined to create major themes. The analysis was based on the participating
teachers’ perceptions through their emerging stories, which focused on their unique
experiences as immigrant teachers and were deconstructed to reveal the repeated themes
that arose through shared experiences.
Summary of Theory
The theoretical perspectives that guided my inquiry were critical race theory, the
theory of culturally relevant pedagogy, acculturation theory and fictive kin network.
Critical race theory as proposed by Ladson-Billings was used as an analytical tool to
understand schools’ inequity, in this research the focus was on the school’s curriculum
and instruction. The findings suggest that the Eurocentric curriculum still provided a
dominant base for the immigrant teachers’ practice. While the participants in the study
diverted minimally from traditional curriculum and instructional practices, participants
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revealed that there is little room to deviate from the curriculum based on the testing
requirements of the school. If one agrees with Ladson-Billings, the participants in this
study, immigrant teachers are also too heavily focused on the idea of the curriculum
which is a tenet of the critical race theory.
The theory of culturally relevant pedagogy, according to Ladson-Billings (2009),
is an approach that empowers students intellectually, socially, emotionally and politically
by using cultural referents to impact knowledge, skills, and attitudes. She opined that a
classroom practicing cultural relevant pedagogy should possess the following:
communication of high expectations, active teaching methods, teacher as facilitator, the
inclusion of culturally and linguistically knowledge, diverse students, cultural sensitivity,
reshaping the curriculum, student-controlled classroom, discourse, small group
instruction and academically related discourse. In the classrooms observed, the teachers
were utilizing various components of culturally relevant pedagogy. Interestingly, the
teachers did not mention the term culturally relevant pedagogy in explaining their
instructional practices.
Acculturation entailed the process in which members of one cultural group
espouse the beliefs and behaviors of another group. Acculturation is usually skewed in
the direction of a minority group who adopts the habits and language patterns of the
dominant group. However, the opposite can be true where the dominant culture also
adapts language and beliefs from the minority culture. Both were evident in my research
findings. The migrant teachers shared elements of their Jamaican culture with their
students. While some participants staunchly articulated the importance of retaining their
home culture, they also used aspects of the culture in this American school district to
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communicate more effectively in their new professional and personal environments. This
is not surprising since Berry (1980) states that in acculturation you can either assimilate
or reject a culture. While some respondents verbally rejected the new culture, it was
evident that they were also assimilating aspects of the new culture. In other words, the
acculturation process was recursive with a heavier emphasis on teacher transmitting their
culture than consciously assimilating the culture of the host country.
Lastly, I engaged the theory of fictive kinship to understand the changes
immigrant teachers experienced as they left their relatives in Jamaica. They formed new
relationships with persons in the United States who were not related to them by blood. It
is important to note that fictive kinship was an important factor in the creation and
retention of family integrity among African-Americans during slavery and even though
families were fragmented through the capturing and transporting to the western world,
the enslaved Africans would eventually become affiliated with other African groups
hence creating fictive kinship ties. This type of relationship served to broaden mutual
support networks and create a sense of community (Billingsley,1992). In this study, fictive
kinship is adapted to refer to a form of extended family networks and a social support
network among immigrant teachers and other immigrant teachers but more so with their
American counterparts. The friendships they developed seemed to provide a buffer for
the absence of their family and close friends in Jamaica. This provides a stark contrast to
the tensions described where the teachers feel stereotyped by other Americans.
Interpretation of Results
During the analysis of the data, four major themes and related sub-themes
emerged. Although these four themes were discussed separately, it is important to note
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that they were not mutually exclusive. These themes are intertwined with their subthemes
further forming interconnectedness among each other that will help us understand the
pedagogy of the Jamaican immigrant teachers in southeastern South Carolina.
Specifically, how these Jamaican immigrant elementary school teachers describe and
manifest their strengths, the challenges they face and how they navigate the curriculum
landscape as they teach and learn and the changes they encounter during their first-year in
South Carolina. It also provided insights on how they transformed their challenges and
tailored them to become strengths.
In chapter four, the themes and subthemes were presented as finding for
individual participants. In this chapter, I present my interpretation of my result as themes
and subthemes, I draw on my theoretical framework and literature to explicate the
findings.
Pedagogical Strength. The immigrant teachers came to the United States as
experienced teachers from Jamaica with experiences ranging from four to thirteen years.
Respondents valued these years of experience as a springboard and training ground for
their migrant teacher experiences.
All four immigrant teachers in the study utilized various teaching strategies such
as explicit instruction, modeling, gradual release, guided practice, pair work, group work,
individualized instructions through one-on-one, song dance and games. The materials
they use to aid in lesson understanding are pictures, posters, storybooks, charts, as well as
different objects to attract students’ attention and spark their learning interest. All the
teachers had books that showed diverse population however only two of the teachers
made mention of it during their interview. Ladson-Billings (2009) explains that culturally

142

relevant teachers, like these Jamaican immigrant teachers, connect teaching and learning
to the community, national and global identities of their students.
The teachers frequently asked the students questions and always encouraged them
to express their own opinions. There was evidence that the students were accustomed to
answering these types of questions as none of the students seemed to hesitate when they
were called on. In Diana’s class after guided practice, she interacted with students on a
one-on-one basis. She valued this interaction as important since students needed this form
of instruction to cater to their diverse ways of learning. This was aptly discussed by
Gibson, (1998) who states “In our multicultural society, culturally responsive teaching
reflects democracy at its highest level. It means doing whatever it takes to ensure that
every child is achieving and ever moving toward realizing their potential.” In Arlene’s
class, the students through their teacher’s efforts were aware that all ideas were accepted.
In each class, the students seemed interested in lessons and were eager to answer
their teacher’s questions. The interactions I observed in each classroom demonstrated
consonance with Ladson-Billings’ theory of culturally relevant pedagogy. In Diana’s and
Marlene’s classes, they showed the students dance moves from Jamaica and then had the
students showing them their own dance moves accompanied by their songs. Drawing
from critical race theory it is evident that in Diana and Marlene’s class, the use of
African-American and Jamaican dance and music served as counter-narratives to
dominant narratives and ideologies in the classroom. Students could see that their culture
was valued and apart from that the music and movement from their dance and the
Jamaican dance were similar and therefore served to concretize Diana’s and Milli-Ann’s
similarities of the African American and Jamaican history. The African retentions within
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the music of Jamaicans and African Americans symbolize and support the culturally
relevant perspective within the Black community that is often on the periphery and not
highlighted in schools (Ladson-Billings, 2009). When these students are able to
experience music, they are accustomed to hearing in their homes and communities and
their teacher is accepting of their culture, it builds their esteem and helps them
acknowledge and accept their own culture.
Diana also taught students to count in Spanish and say Spanish words such as
good morning and good evening, as there were some ESOL students at the school. They
used words from the students’ language in their conversations. This according to LadsonBillings (2009) facilitates their cultural competence.
Immigrant teachers such as Marlene and Diana were more aware of teaching in
the United States context as Diana has taught in a United States based school in her
country this school has helped to propel her knowledge on pedagogical practices in the
South Carolina classroom. This demonstrated that immigrant teachers’ past teaching
experience could also be very valuable during the process of their adaptation to a new
teaching environment. Diana on the other hand, did her master’s degree at a Florida based
university which enhanced her ability to work well in this context. Conversely, the case
of Arlene and Milli-Ann demonstrated that the lack of similar past teaching experience
could be a disadvantage for any immigrant teacher when they migrate to a new country
and hence a new context.
Multiple experiences as a strength. As was mentioned earlier all the teachers in
the study had prior experience in their home country. In addition, they all received preservice teacher education in their native country. Therefore, the experience they brought
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to the United States tended to be enriching for both students and staff of the host school
alike. These teachers drew on their experiences from their native country and intertwined
them with the learning they gain in the United States. Kailasanathan (2006) emphasized
the benefits of the diverse pedagogical knowledge that immigrant teachers brought to
schools. He stated that they possess the expertise to combine effective learning practices
from their home countries with effective teaching practices in the new country to enrich
these schools with a diverse pedagogy. This was seen on numerous occasions in the
participant’s classrooms where they would utilize strategies from the Jamaican context
with those in the United States. In one instance, one participant stated that some methods
they utilized in their home country they had to totally discard as these were not
acceptable in the United States.
All the teachers spoke of the unique opportunities they offered students in their
classroom to experience the Jamaican culture. A teacher from the same culture might be
able to explain other cultures to these students. However, they would not be able to
provide firsthand accounts of these cultures. Therefore, it is safe to conclude that the
immigrant teachers were better able to provide the type of culturally relevant pedagogy
which was mentioned by Banks (2003). Su (1996) asserts that culturally diverse teachers
are more likely to engage in culturally relevant pedagogy than teachers of the dominant
cultural or ethnic group.
Challenges. All four teachers in the study found classroom management as a
major challenge since they had come to encounter different students from those they
taught in their home country. These students presented behavioral issues that were
viewed as highly undesirable by the immigrant teachers., These behavioral issues they
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encounter included; talking back, disrespectful and loud talking and lacking respect for
classroom rules. These behaviors were described as a culture shock by one participant
who stated that she had never encountered such behavioral issues before. The respected
roles that they held in their home country made their American students’ behavioral
patterns more daunting (Ross 2003). This is not surprising since many researchers have
described similar behavioral patterns what the immigrant teachers generally found in the
American classroom. Although the immigrant teachers spoke about these challenging
behaviors I did not observe any behavioral problems during my classroom observations.
This was probably attributable to my years of experience in the American classroom
versus the lenses of new immigrant teachers who had wistful recollections of their home
country.
Home School Challenges. Challenges concerning parental involvement in their
children’s education were highlighted by two participants. These challenges are typical in
contexts like Trident Elementary as many studies involving low income communities
have (e.g., O’Connor, 2001, Abrams & Gibbs, 2002) noted this challenge. This lack of
parental involvement only leaves these students further behind academically since the
parent conferences that were organized by the immigrant teachers were focused on giving
their children extra hours before or after school.
Personal Challenges. Personal challenges such as financial problems were
recurrent themes throughout the research. However, it seemed as if immigrant teachers
with families were the ones who had greater financial challenges. The timeline required
for the spouse to receive work authorization and find a job added further financial strain
on the immigrant teachers whose salary must take care of all the persons in the
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household. Trident Elementary school is situated in a low-income area. As such, the
living accommodations do not live up to expected standards. Immigrant teachers reported
having to search for houses which can take up to weeks. One teacher states that she spent
the first part of the school year living in a hotel. This type of arrangement will affect how
the teacher teaches as this can led to teachers being depressed. Coming from a country
where some teachers experienced better housing solutions cause immigrant teachers to
prematurely return to their home country.
Challenges as a pathway for growth. The immigrant Jamaican teachers described
feelings of being overwhelmed curriculum-related activities. These included adjusting
curriculum changes and the myriad of professional development professional
development activities they participated in. While they all seemed to embrace the new
pedagogies and content knowledge, they cited time constraints and lofty school district
expectations as sources of discontent.
This idea of “getting it right” seemed embedded in the immigrant teacher’s
methods of teaching as this is how they were taught using the British model in their own
country. These teachers viewed the curriculum document as an important source that
contained all materials necessary for students’ intellectual growth and development.,
Therefore, they want to make sure they were doing what was expected of them implementing the programs that are required by the school.
Some research participants thought that teaching in South Carolina would be like
teaching in the Jamaican context where they could integrate the content and teach in a
manner that would match the students’ interest and integrate more cultural and race in
their teaching. The opposite was true as they find themselves being able to do few
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cultural related activities only during downtime. In some cases, they tried to engage in
integration where they identified possibilities in the curriculum. Administrators or district
personal hardly ever spoke about integrating their culture in their teaching but more about
test scores and grading. Arlene underscored that she came from an open education system
where the curriculum was integrated and not fragmented into different areas, which made
planning lesson and teaching a task easier to handle.
Insensitivity to diversity. The immigrant teachers described incidents of
discrimination both blatant and subtle. The lack of diverse knowledge is evident as the
American teachers and other members of staff seemed oblivious to the added pressure
immigrant teachers described caused by their stereotypical and sometimes outright
discriminatory statements and actions. Two teachers in the study did not report any
incident of stereotype and discrimination. However, seemed that the two teachers who
did were more integrated into the mainstream culture and were better able to detect
discriminatory comments. These teachers detailed several instances where their American
colleagues attempted to exercise their mainstream power to silence and discredit them.
They felt uncomfortable being labeled because of their background. They expressed
puzzlement over the fact that some American teachers made stereotypical comments
about nationality. Perhaps, American teachers were exposed to immigration stories where
all immigrants fled poverty in their countries of origin. This was probably used as their
basis to cast these aspersions at these immigrant teachers. Additionally, the idea of
immigration has been at the forefront of the media lately Which may have exacerbated
the situation.
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Navigating the Terrain. Immigrant teachers need to be able to find strategies
that will help them to effectively negotiate experiences in their new environment. They
may look to colleagues who are either from their home country or American teachers.
This is important as they start creating supportive networks as they navigate their
beginning years as migrant teachers.
Support. All four participants discussed in detail their ‘sink or swim’ experience.
This feeling might have been attributable to the lack of appropriate transition and support
from the recruiting agency and the school district. This information is not new as Oriaro
(2007) spoke about the lack of support for new immigrant teachers. The new teachers’
orientation program also did not create a professional development that would cater
specifically to these immigrant teachers’ needs. Instead, the school district created an
orientation for all teachers not realizing that immigrant teachers and native teachers while
are new in the districts they all have different needs. Doerger (2003) argued that while
each school may have its own unique culture, most teacher induction programs tend to
employ a uniformed, ‘one-size-fits-all’ strategy that is unlikely to be effective for all
schools. Steeves, (2011) states that professional development while important for all
teachers, it is more so for immigrant teachers, who may need to relearn or adjust
approaches to curriculum and pedagogy, techniques of classroom management and other
aspects of the teaching profession in their new schools and communities.
The immigrant teachers did not to give high marks to the new teachers’
orientation at the Trident District Office., They stated it did not cater to their cultural
needs. However, all four teachers reported that they all had very positive experiences
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with their school principal. They thought she was very supportive and did not react to
them differently because of their immigrant backgrounds. It seemed like these other
immigrant teachers who came before paved the way for these four Jamaican immigrant
teachers since their experiences painted a picture of a more understanding and caring
principal.
All the immigrant teachers had a mentor teacher who was placed with them to
guide them through the process. However, it seemed like the role of the mentor teacher
was not clearly articulated to these teachers. Some mentor teachers did not seem to
understand the immigrant teachers’ prior experience and expectations in the United
States. The mentor teacher’s profile should include an understanding of the immigrant
teachers’ cultural background and the ability to explicitly explain the cultural differences
between the immigrant teacher and Americans in the school environment.
Acculturation through language. Selected immigrant teachers described
changes in their language usage with their students. They found themselves using new
words from the students’ home language. Some words they used in their Jamaican
language contexts were inappropriate in in their new environment. This form of
acculturation was discussed and shows that the immigrant teacher is engaged in the
process of assimilation. While some Jamaican immigrant teachers may utilize some
American slang words they seemed very protective of their Jamaican accent and since
they described it as being very unique. They ensure that they do not lose it and therefore
when they meet with other Jamaicans they greet and talk in their dialect. Another
immigrant teacher states that while she has used some things from the American culture
she would not say that she as assimilated the culture, instead she holds on tightly to her
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culture as she thinks it is unique and set her apart from others. This idea was explained in
Berry’s (1980) model of acculturation where he added the component of rejection to his
model.
The ways in which the teachers react to students have also changed, this is due to
the diversity found in the American context and the policies and rules that govern that
teaching profession. In the Jamaica context there are different stories and anecdotes that
teachers could tell but in the United States, these immigrant teachers had to be cognizant
of the students religious, cultural, linguistics and sexual background.
Change of kinship. Changes in the family structure have marked a major
transition for the immigrant teachers who forge new friendships with their immigrant
counterparts and American teachers. Some friendships have created a special bond where
it feels like family based on the caring and support given to the immigrant teacher. This
type of support from other teachers can be described as fictive kinship. One teacher stated
that she hardly made friends with natives and even though they provided support to her
she prefers to forge friendships with other Jamaica immigrants. This is so as Miller,
Birman, et al., (2009) state that ethnic groups may continue to stay together and preserve
their native culture. Being with persons in the same culture also cause these immigrants
to use languages that are comfortable for them.
Limitations of the Study
Even though this case study research contributes to the body of literature on
Jamaican immigrant teachers, there were only four immigrant teachers in this research.
Therefore, their account given are not reflective of all first-year Jamaican immigrant
teachers and therefore will not attempt to generalize the views and practices expressed by
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participants in this study to other immigrant teachers because immigrant teachers are
different depending on their cultural and linguistic background. However, by providing
descriptions of the teachers’ experiences these might be transferrable to cases of
immigrant teachers from various backgrounds.
Methods used to obtain data for this study included interviewing, observing, and
analyzing artifacts. Although the participants responses to interview questions and
classroom observation sessions were honestly presented, three classroom observations
were not enough to create a composite picture of their teaching over an entire school
year.
The findings were based on a sample population that consisted of four female
Jamaican immigrant teachers. Initially, to explore experiences across gender, I was
interested including male Jamaican immigrant elementary teachers. However, none is
working at Trident Elementary.
Immigrant teachers, who provided information in this research, were
representatives of their workplaces and they did not represent all Jamaican immigrant
teachers in southern South Carolina. If other immigrant teachers were interviewed or
observed maybe they would have provided alternate information which could have led to
different findings and a different conclusion.
To be considered a participant for this study the Jamaican immigrant elementary
school teacher must be living in South Carolina for only one year. Therefore, the findings
may not be totally applicable to other immigrant teachers who have lived in this state for
longer than a year.
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The research is also located in one elementary school in rural school district in
South Carolina. The culture of the district and the parents cannot be generalized to the
entire American population.
Implications of the Findings
Several implications emerged from rigorous analysis of the findings. These will
be dealt with in this section.
There is the need to customize orientation for immigrant teachers to at the district
level. This orientation may include professional development in the areas of classroom
management and intercultural communications. This professional support will
immensely increase the immigrant teacher possibility of success and at the same time
creating greater opportunities for acculturation. The support could also extend to the
program level and would provide systematic pre-departure and arrival orientations;
relocation support, including housing, financial assistance and transportation. Such
programs will provide comprehensive support and will lead to a successful experience for
the Jamaican immigrant teacher.
The immigrant Jamaican teachers seemed to be overwhelmed with meetings and
professional development activities coupled with other effects of migrating to and
teaching in an unfamiliar context. These plus their personal challenges can lead to them
becoming anxious and unsure of how to deal with these changes. Therefore, these
immigrant teachers could take the initiative to form groups with the main objectives to
gain support. They can also seek moral support from colleagues which will help them
understand the American and school culture.
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The immigrant teachers explained that on the onset they experienced curriculum
challenges that hindered them from writing lessons that had all the components of good
lessons. The school system must be intentional in identifying a collegial process for
sharing promising instructional practices between immigrant teachers and veteran
teachers at the same grade level. There should, therefore, be release time for these
immigrant teachers to observe and conference with exemplary native teachers or even
immigrant teachers who migrated before them.
Many immigrant teachers struggle with classroom management so it was no
surprise when all the teachers in the study stated that this was a challenging area for
them. Despite my observation that showed only mildly disruptive classroom behavior,
respondents were evidently affected by student behavior. The administration could be
more responsive to the immigrant teachers’ classroom management issues and take the
necessary steps to help address these.
Keeping close contacts and working with parents are essential elements of
teaching for all teachers. The immigrant Jamaican teachers expressed dissatisfaction with
parental support at Trident Elementary School. Therefore, the immigrant teachers will
need more guidance in working with these parents who are from a different cultural
background from parents they are used to in their home country. Based on their prior
experiences, these immigrant teachers were aware of the importance of communicating
with parents. Therefore, steps need to be taken towards providing more guidance in
working with parents in this new country.
When a school principal recognizes the important role an immigrant teacher plays
it is not only a lot easier for the teacher to adjust but it also helps to remove some of the
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anxiety the immigrant teacher maybe undergoing. The principal in this school seems to
have evolved a multicultural outlook. The more multicultural experiences principals
have, the more receptive they become towards a diverse population such as immigrant
teachers. Therefore, it seems that principals and other administrators will need to seek out
ways to broaden their multicultural experiences which will help them to be more
receptive to teachers from diverse backgrounds.
Methodological Limitations
There might have been some weaknesses in the interviewing process. Participants
might have been unwilling or uncomfortable to share some information. For example,
information regarded the Praxis exam even though was noted by me was not mentioned
until the follow-up interview by any participants until it was explicitly mentioned.
I was unable to recruit any male immigrant teacher for the study and therefore the
sample had to be all female, therefore, does not reflect the perspectives and insight of the
male Jamaica immigrant teacher. Indeed, this does not only limit the findings to one
ethnic group but also to a specific gender within that ethnic group. However, I believe
that the findings on Jamaican immigrant teachers’ pedagogies, their challenges and
navigation strategies may represent patterns that might be verified in future studies with a
larger more diverse group of Jamaican immigrant elementary teachers.
Implications for Research
Although the sample size of the study was arguably small it, however, is
important to examine the implications of the findings. These implications of findings
should contribute to the discourses and discussions regarding the immigrant teachers,
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strength, challenges, and changes as they immigrate and teach in Trident Elementary
School in southern South Carolina.
The result from this research is consistent with some researchers who studied
immigrant teachers such as Remennick (2002), Ross (2003) Manick (2005) Collin and
Reid (2012)
It was my hope to arrive at a theory at the end of this dissertation namely
“immigrant teacher pedagogy.” While some aspects manifested themselves in the
Jamaican immigrant teacher classroom there were some components that were missing.
The number of days I spent in the classroom doing formal observations could have been a
factor. Also since this is a dissertation and has a time frame it would be better to further
explore such theory in future research.
Implications of the Findings for Practice
The research findings revealed that immigrant teacher’s pedagogical knowledge
and skills did not only contribute to improved student academic success. It also helped
students to be more aware and appreciative of countries and cultures beyond the United
States. Therefore, these teachers need to be used in school as informal cultural or
international ambassadors. These ambassadors would sensitize not only students in their
classroom but other students and staff in the entire school community.
The immigrant teachers seem to have amassed valuable pedagogical skills.
Therefore, avenues should be created so they can share their practice with other teachers
and administrators (both immigrant and American).
Even though the teachers demonstrated and articulated exemplary practices
obvious tensions exist between their teaching and their ability to easily achieve the
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certification required to teach in the United States. When these teachers sat the Praxis all
four teachers failed on the first attempt. On the second attempt, only one passed. There
are therefore gaps between their existing knowledge and the knowledge required to pass
this state-mandated test. These gaps need to be addressed.
Since the recruiting agent sends many immigrant teachers to this district, they
need to find ways such as collecting a compendium of teachers’ experiences to gear the
exchange programs for improvement in practice. Collaboration with other school districts
might be necessary to adequately create an implement such an initiative.
Recommendations
Based on the findings and implications of my study I make the following
recommendations:
School districts should provide individualized support for the immigrant teachers.
For example, orientation seminars should be based on immigrant teacher’s needs, not a
‘one size fits all’ type. Also, create opportunities for these new Jamaican immigrant
teachers arriving in South Carolina to attend an observation program in schools where
they would be teaching or at a different school before they begin teaching. This would
benefit them as some of these teachers have never observed teaching outside of their
home country. Areas like conflict require training for this new instructional context.
The recruitment agencies should consider a community and school matching for
these immigrant teachers. Teachers leaving from urban areas in their home countries and
are relocated to deep rural areas in the United States can lead to anxiety and depression.
Therefore, finding suitable communities for immigrant teachers to work in seems to be
the humane route for these agencies.
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Recruitment agencies and school districts should consider the introduction of
relocation grants for immigrant teachers. This would help to offset prohibitive costs and
help to alleviate some of their financial burdens that these teachers face especially in the
early part of their arrival in the United States.
The agencies that hire these teachers also need to have a comprehensive induction
program that will help reduce most of the teachers' challenges both personal and
professional. Therefore, these induction programs would not only provide rules that the
immigrant teachers should abide by but also help these teachers understand and function
in this new environment.
The local based teachers and staff need sensitization of immigrant teacher and be
prepared to face this diverse group. The district, therefore, needs to collaborate with
universities such as the University of South Carolina that offers a plethora of diversity
courses and work out the best delivery method. A range of different approaches and
mechanisms such as raising awareness and establishing network could be used to
promote diversity in this school district.
Apart from getting immigrants to showcase the culture help parents to understand
that immigrant teachers are coming because of the shortage of teachers in the district and
the state. Some parents do not understand the need for these teachers and may see them
only as caregivers for their children.
Instead of having a single mentor teacher to work with the immigrant teacher,
have one who is a native teacher who will help with sensitizing the teacher to classroom
challenges and practices (such as lesson planning) and an immigrant teacher who will
help with cultural, economic and the logistics of living in the United States. This local
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and international mix would work to help alleviate some of the immigrant teachers’
challenges.
Immigrant teachers also have a responsibility to ensure that they get the best
possible experience in their new environment. Before leaving their country, they should
do their own research on their new school community and joint network to prepare them
to work and live in the United States. Immigrant teachers also need to weigh their goals
for traveling whether it is for the cultural exchange or the financial gain. This preparation
will determine their focus and they will then choose the appropriate place to go to meet
those needs.
There should be a more standards-based method used to evaluate the teachers’
credentials. Universities from feeder countries should be encouraged and supported to
offer Praxis courses. In that case teachers could sit the examination before entering the
United States so that the process of receiving certification would proceed more smoothly.
Suggestions for Future Research
The data collected for this study were acquired from one elementary school in
southeastern South Carolina with the participants being four first-year Jamaican
immigrant teachers. While the study unearthed numerous findings that support and
advance the existing literature, there are still areas in need of further research.
The time factor that was discussed earlier as limitations caused me to conduct
only three classroom observations of each participant. To examine the immigrant teachers
in their classroom setting future similar studies could conduct a series of observations
using an observation protocol. This case study could be done with videotaping as a more
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effective data collection method where the researcher(s)could revisit the video recordings
and have more data to make conclusions.
The present study only explored the perspectives of the four Jamaican immigrant
Elementary school teachers. To fully understand their experiences as well as the
experiences of Americans affected by the presence of immigrant teachers, a follow-up
future research may be conducted that involves the principal, school district officials,
mentor and American teachers to provide multiple perspectives on the phenomena of
teacher migration.
Another suggestion would be to explore gender in the specific strength,
challenges, strategies and changes that the Jamaican immigrant teachers face. A study
could be conducted using a sample of both gender or male immigrant teachers only to
determine whether the strength, challenges, strategies and changes differ across gender.
Conclusion
In this qualitative case study, I examined the experiences of four first-year
Jamaican immigrant elementary school teachers in southeastern South Carolina. This
study aimed to contribute to the emerging literature on immigrant teachers. Through
sharing the experiences of these different immigrant teachers served as teachers in a rural
South Carolina school, new insights were gained on this select group of immigrants.
The student and teacher population in the United States continues to become more
diverse. Therefore, it is important to have a commensurate inquiry on elements of this
diversity within the classroom contexts. This study, by making sense of selected migrant
teachers’ experiences should add to the discourse on curriculum, diversity, and other
social and pedagogical issues.
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APPENDIX A
Institutional Review Board (IRB) Approval Notice

OFFICE OF RESEARCH COMPLIANCE
INSTITUTIONAL REVIEW BOARD FOR HUMAN RESEARCH
DECLARATION of NOT RESEARCH
Claudia Fletcher
College of Education
Department of Instructions & Teacher Education / Curriclum & Instructions
Wardlaw
Columbia, SC 29208
Re: Pro00067205
This is to certify that research study entitled, “Pedagogy of the Transplanted: A Study of
Selected Jamaican Immigrant Teachers and Their Perspectives on South Carolina’s Curriculum
Processes,” was reviewed on 05/25/2017, by the Office of Research Compliance, which is an
administrative office that supports the University of South Carolina Institutional Review Board
(USC IRB). The Office of Research Compliance, on behalf of the Institutional Review Board, has
determined that the referenced research study is not subject to the Protection of Human Subject
Regulations in accordance with the Code of Federal Regulations 45 CFR 46 et. seq.
No further oversight by the USC IRB is required. However, the investigator should inform the
Office of Research Compliance prior to making any substantive changes in the research methods,
as this may alter the status of the project and require another review.
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If you have questions, contact Arlene McWhorter at arlenem@sc.edu or (803) 777-7095.

Sincerely,
Lisa M. Johnson
IRB Assistant Director
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APPENDIX B
Request for Permission to Conduct Research in School

Dear Madam,
I am writing to request permission to conduct a research at your institution. Presently, I
am a doctoral student at the University of South Carolina. The research I wish to conduct
for my Doctoral thesis will involve 4 first-year Jamaica immigrant teachers. The focus of
the research will be the perspectives and experiences of these migrant teachers on South
Carolina’s curriculum processes.
This research will be conducted under the supervision of Dr. Rhonda Jeffries of the
University of South Carolina.
I am seeking your consent to observe and interview these teachers in the school setting. If
approval is granted, I will abide by all the policies and regulations of the school district.
Additionally, I will conduct the research within the stipulations accompanying any letter
of approval. Also, I am guided by the ethical guidelines for conducting research provided
by the University of South Carolina.
I understand that participation in this research by these teachers are voluntary. I will
preserve the anonymity of all participants in all reporting of this study. I will not reveal
the identity or include identifiable characteristics of the schools or the school district.
I have provided you with a copy of my dissertation proposal which includes information
of the instruments I will use to collect data. Additionally, there are consent forms I will
provide to each participant.
Upon completion of this research, I will provide you as well as the participants a copy of
the full research report. If you require any further information, please do not hesitate to
contact me at 8034452807 of email fletcher_cl_7@hotmail.com
Thank you for your consideration. I look forward to your response concerning permission
to conduct my research in your educational setting.
Yours sincerely,
Claudia Fletcher-Lambert
University of South Carolina.
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APPENDIX C
Classroom Observation Document
Researcher: _______________________

grade level____________________

Teacher: _______________________Date/Time ____________________________
Criteria

Descriptions and
Comments

Content Knowledge
shows good command and knowledge of subject matter, effectively addresses
appropriate curriculum standards, integrates key content elements and
facilitates
students’ use of higher level thinking skills in instruction.
Organization
students are aware of procedures in the classroom, subject matter is
organized; evidences preparation; is thorough; states clear objectives.
Rapport
Lesson holds interest of students; teachers and students are respectful to
each other and students are respectful to each other, teacher is fair and
impartial; provides feedback, encourages participation; interacts with
students, shows enthusiasm, assists students with academic problems.
Teaching Strategies uses relevant teaching methods, inclusion of culturally
and linguistically, diverse students, cultural sensitivity aids, materials,
techniques and technology; includes variety, balance, imagination, group
involvement; uses examples that are simple, clear, precise and appropriate;
stays focused on and meets stated objectives, reshaping the curriculum,
student controlled classroom, small group instruction and academically
related discourse.
Classroom management
uses time wisely; attends to interaction; demonstrates leadership ability;
maintains discipline and control; maintains effective classroom management.
Show Sensitivity
exhibits sensitivity to students' personal culture, gender differences and
disabilities, responds appropriately in a non-threatening, pro-active learning
environment
Classroom Environment
Physical attributes of classroom, number of students in attendance, layout of
room, students work on display teaching materials on display distractions if
any; list any observations of how physical aspects affected content delivery
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APPENDIX D
Interview Questions
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Tell me a little about yourself?
If you were to compare teaching in Jamaica and teaching in South Carolina
o How would they be similar?
o How would they be different?
Describe an experience that stands out for you since you migrated to the United
States
Are you satisfied with the quality of support you have received from the agent,
school, and district? If not, how might it be improved?
Describe a typical day at Trident Elementary School for you?
What are some of the major challenges you have experience in the United States
classroom/school? (students, colleagues, parents and administrators)
How do you deal with some of these challenges?
What have you found most difficult about moving to the United States?
Has the school facilitated you as you move to this new location? How
Do you share your countries/ or other countries culture with your students? How
do you do this?
How do you deal with disciplinary issues, if they arise?
Tell me about a positive experience you had at the school that affected other
teachers, parents and school administrators.
How are things different here in the U.S. in comparison to your home country?
Please tell me about any important experiences you have had with any persons
outside of school district- (parents, home visits, community involvement)
Did you receive any Orientation to prepare you for your new life in the U.S.
Please describe the services you provided to you when you got to the United
States (from your program level and the school level).
How do you show the students, parents and teachers that you are aware of the
cultural differences that exist among yourself and them?
What skills have you gained or develop since you came to the United States?
What aspects of the American culture have you adapted that you think will be
instrumental in the classroom?
What aspect of the American culture have you adapted that will aid in your
personal life?
What have you done to further your knowledge or understanding about working
in the United States? How have you applied your learning?
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APPENDIX E
Letter of Invitation to Participants
Dear _______________________,
This letter is an invitation to you to become a participant in my research study titled
“Pedagogy of the transplanted: A study of selected Jamaican immigrant elementary
school teachers and their perspectives on South Carolina’s curriculum processes.” I am
conducting this study in partial fulfilment of Doctoral degree in the Department of
Education (Curriculum and Instruction) at the University of South Carolina under the
supervision of Dr. Rhonda Jeffries. The purpose of the research is to examine the
curriculum perspectives and experiences of immigrant teachers and how they respond in
a new environment.
As a first-year immigrant teacher, you are in an ideal position to give me valuable
firsthand information from your own perspective.
My data collection methods will be interviews, classroom observation and a review of
your classroom artifacts. Each interview will last between 20 to 40 minutes. My objective
is to elicit your perspectives and insights on being an immigrant teacher. Each interview
will be assigned a number code to help ensure that personal identifiers are not revealed
during the analysis and write up of findings.
With your permission, the interview will be tape-recorded to facilitate collection of
information and later transcribed for analysis. Shortly after the interview has been
completed, I will send you a copy of the transcript to give you an opportunity to confirm
the accuracy of our conversation and to add or clarify any points that you wish.
There will be about two to three classroom observations of 30-40 minutes. This time will
be chosen and done at your convenience. Information from the observation will be
written up and provided to you.
All information you provide is considered completely confidential. Your name will not
appear in any thesis or report resulting from this study, however, with your permission
anonymous quotations may be used.
There is no compensation for participating in this study. However, your participation will
be a valuable addition to research and findings could lead to greater public understanding
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of immigrant teachers. I would like to provide you with more information about this
project and what your involvement would entail if you decide to take part. This study has
been reviewed and received ethics clearance through the IRB board at the University of
South Carolina. However, the final decision to participate is yours.
I hope that the results of my study will be of benefit to those organizations directly
involved in the study, other organizations not directly involved in the study, as well as to
the broader research community.
Kindly complete the attached consent form and return it to me at your earliest
convenience.
I look forward to speaking with you and thank you in advance for your assistance in my
research.
Yours Truly,
Claudia Fletcher-Lambert
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APPENDIX F
Consent Form
I have read the information presented in the information letter about a research being
conducted by Claudia Fletcher of the Department of Curriculum and Instruction at the
University of South Carolina. I have had the opportunity to ask any questions related to
this research, to receive satisfactory answers to my questions and any additional details I
may want.
I am aware that I have the option of allowing my interview to be tape recorded to ensure
an accurate recording of my responses.
I am also aware that excerpts from the interview may be included in the dissertation
and/or publications to come from this research, with the understanding that the quotations
will be anonymous.
I am aware that I will be observed in my classroom setting while interacting with
students.
I was informed that I may withdraw my consent at any time without penalty, by advising
the researcher.
This project had been reviewed by and received ethics clearance through, IRB
(institutional review board) at the University of South Carolina. I was informed that if I
have any comments or concerns resulting from my participation in his study, I may
contact the Chair of the Research Ethics Review Board at The University of South
Carolina.
With full knowledge of all research happening, I agree, of my own free will, to
participate in this study.

____

YES

___

NO

I agree to have my interview tape recorded.
____

YES

___

NO
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I agree to a classroom observation, while I am engaged with my students
YES

NO

I agree to have the researcher review classroom artifacts such as lesson plans, which will
solely be used for research purposes
YES

NO

I agree to the use of anonymous quotations in any thesis or publication that comes of this
research.
____

YES

___

NO

Participant’s Signature ________________________________

Date ______________

Researcher’s Signature ________________________________

Date ______________
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